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ABSTRACT
The purpose of this instrumental case study was to understand the critical aspects of cultural
awareness education at the elementary level. This study intended to assess a variety of educators’
perceptions of elementary students’ cultural awareness and character development by asking
what role culture awareness plays in the development of the whole child. This instrumental case
study sought to identify teachers’ perceptions of the current educational provisions of teaching
and learning through cultural proficiency in elementary education. The central research question
was: How do elementary teachers’ perceptions of cultural awareness help integrate content
throughout the educational curriculum? It was used to guide clarifying sub-questions and the
interview process. The study utilized interviews of classroom teachers of varying grades and
small focus groups of counselors, support staff, and a culturally diverse elementary school
administration. Individual interviews of ten elementary classroom teachers and a focus group of
support staff and administrators provided in-depth insights into the content of each research
question. To distinguish the current perceptions of the education received through cultural
awareness related to character development and whole child education, the analysis occurred
through pattern matching, time-series analysis, and explanation building. This case study's
findings provided many insights into teacher perceptions of cultural awareness at the elementary
level. Themes emerged that led to future research, including the influence of teacher experience,
voice and choice in cultural awareness curriculum implementation, components of whole child
education, and culturally illiterate barriers presented in education.
Keywords: cultural awareness, cultural proficiency, character development, moral
education, educational purposes
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CHAPTER ONE: INTRODUCTION
Overview
Cultural diversity is on the rise and is reflected in the population of American society and
classroom makeup (Haynes-Mendez & Engelsmeier, 2020). According to the 2014 U.S. Census
report, public schools hit a minority-majority milestone, with the African American, Latino, and
Asian student population surpassing the number of white students (Walton et al., 2016). By
2044, the Census predicts that over half of the U.S. population will be comprised of people of
color. Unprecedented efforts are being made at the federal level and through law enforcement to
protect citizens and their freedom of rights (Alexander & Weekes-Bernard, 2017). Conversations
have also begun at the national level of education in response to the cultural and diverse make-up
of public-school classrooms (Haynes-Mendez & Engelsmeier, 2020). However, a gap in these
efforts has been identified in public education as statistics support a need for educational,
cultural awareness learning established at the elementary level (Barrett et al., 2012). Beginning
with the background content of previous research that confirms the role cultural awareness can
play in positive child development, existing analysis omits consideration of the how, why, and
when to add culture to the curriculum (Rachmatullah et al., 2019). This study answered the
following research questions: How can elementary teachers’ perceptions of cultural awareness
help integrate content throughout the educational curriculum? How do elementary teachers foster
interest in cultural diversity? How do elementary teachers associate the existing elementary
curriculum and cultural awareness? How can cultural awareness be applied in the everyday
practices of the elementary classroom? The implications of an ever-evolving diverse society that
lacks the fundamental cultural awareness education provide the need to study a specific group of
teachers and their perceptions of an elementary curriculum (Haynes-Mendez & Engelsmeier,
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2020). This chapter utilizes the following headings to provide information about the statement of
the problem and how this problem has evolved: background, problem statement, purpose
statement, the significance of the study, and research questions. It concludes with relevant
definitions and a summary.
Background
Public education refers to the physical location of municipal education and the quality of
social action and emotional and developmental growth experienced by the student (Biesta &
Hannam, 2020). However, the study of religions and cultures within public education has been
reduced to the examination of beliefs and traditions in an objective sense. This disconnect
disengages the uniqueness of both humans and the public sphere it represents (Heilbronn, 2017).
Public education has aimed to foster relationships and maintain understanding across differences,
yet the subjects of cultures, religions, and diversity have taken a back seat to curriculum
policymakers and stakeholders (Haynes-Mendez & Engelsmeier, 2020; Orchard, 2015). A
culturally diverse education curriculum utilizes a dialogical pedagogy to promote critical
faculties and sympathetic imagination across populations and cultures (Biesta & Hannam, 2020).
By providing students with in-depth conversations about different points of view on life issues
and family customs, cultural awareness adds a powerful opportunity for students to develop
open-minded dispositions and take part in critical classroom debates (Biesta & Hannam, 2020;
Haynes-Mendez & Engelsmeier, 2020). Becoming culturally proficient can create structural
relationships between human rights, student experiences, and core academic subjects (Barrett et
at., 2013). Cultural awareness supports and secures the condition of learning about each other’s
differences and unique attributes to society (Haynes-Mendez & Engelsmeier, 2020; Heilbronn,
2017).
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Historical Context
Historically, American education has been defined by Protestantism as the dominant
religion since its earliest stages (Arthur, 2019). Much of this authority in America’s formal
education system was due to the heavy influence of the European and Western belief systems.
Beginning with the Puritans, who believed salvation was granted to those who could read the
Bible, education relied heavily on the slight separation of the predominant religion and secular
life. As a more diverse population of immigrants filled the New World, developing a standard
school system broke away into individual groups that promoted their own culture, religion, and
beliefs (Alexander & Weekes-Bernard, 2017). American society evolved from the north to the
south through the industrial revolution as migrant workers filled northern cities and the southern
enslavers fought for segregation (Janak, 2017). Many urban cities reflected a dated education
system and lacked diversity of teachers and curriculum to mirror the student population and
communities they served. Southern states fought the hardest to maintain the traditional ways of
education that limited African American students to a fair and equal education system. Today,
American classrooms are becoming more diverse with each passing school year (HaynesMendez & Engelsmeier, 2020; Savage et al., 2011). With the cultural makeup of what was once
described as a melting pot, America must embrace its differences and provide an education that
enables understanding of others while teaching social skills such as communication, empathy,
and inclusion (Barrett et al., 2013). American culture has become the framework in which
students build their identities through advertising, the internet, and social media (Olsen et al.,
2021). To counterbalance this exposure, students must receive an education that teaches cultural
awareness at all public schools (Olsen et al., 2021; Torres, 2019). Students are privy to a new age
of social media newscasting that has shaped their opinions and understandings of the current
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society (Anttile & Martin, 2020). Education strives to maintain the continuous technology
change and compensate for the exposure to content that directly affects students’ education
(Anttile & Martin, 2020; Christopher et al., 2014).
In response to the turmoil of varying cultures, religions, and race represented in the
public school systems, Amendment I to the U.S. Constitution set forth accommodations for
public school staff that protects students’ cultural and religious beliefs. Under these governmentmandated laws, students may express religious and cultural views at school, in homework, and
throughout school assignments. They may pray or study religious materials during recess, lunch,
and other non-instructional times. Students may discuss religion with other students during the
school day in the same way that students can engage in further conversations with students.
These discussions may occur as long as they are not disruptive and do not infringe on other
students and staff.
Prior curriculum programs of multiculturalism and critical race theory (CRT) have failed
to maintain pace with the ever-changing demographical demands of our nation (Lu & Wan,
2018). These programs were introduced at varying levels of America’s educational systems and
lack the content and teacher training to become successfully implemented at all levels (Ganley et
al., 2019; Shepherd, 2019). Multicultural education curriculum began in the late 1980s to include
and recognize other world cultures in the current curriculum; unfortunately, this attempt has
become insufficient as an identified curriculum and its ability to address the cultural makeup of
the students its aims to teach (Leung et al., 2008; Reinhard, 2017). CRT recognized some of the
issues multicultural education brought to light by claiming aspects of the curriculum limited to
Western history taught to students (Price, 2010). CRT identified the limitations created by
multicultural education; however, its efforts in educating all students gained the popularity of
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minority students but still led to misconceptions by dominant races of American students
(Mitchell, 2020; Price, 2010). America’s needs begin with an elementary education curriculum
that embraces diversity and fosters culturally proficient classrooms designed to aid every
student’s success in both learning and life (Dee & Penner, 2017). Cultural awareness provides
students with a basis of identity and influences how to engage with the world, the perspectives of
others, and the expectations to hold (Barrett et al., 2012).
Social Context
Cultural awareness allows students to accept diverse viewpoints, recognize changing
political values, and will enable students to cultivate and execute opinions in alignment with
democratic dispositions (Dewey, 1939). Dewey stated as a worthwhile goal that education “must
take the child as a member of society in the broader sense, and demand for and from the schools
whatever is necessary to enable the child intelligently to recognize all his social relations” (p. 8).
Cultural proficiency is essential to a well-rounded education curriculum that creates a culture of
knowledge of others' opinions and worldviews (Anttile & Martin, 2020; Wang, 2013). This
curriculum supports students’ success in forming morals and values and leads to open and
considerate conversations about moral dilemmas faced in current society (Lu & Wan, 2018).
Jeynes (2004) stated the impact of cultural and religious education varies more across academic
achievement than it does across behavioral variables in student education. Biesta and Hannam
(2020) supported the benefit of teaching and learning cultures as an object of study, allowing
students to engage in meaningful conversations about the diversity and differences they
experience to learn about others and their cultures, religions, and beliefs. Education’s task should
not limit knowledge and skills and deliver a vital role of socialism by providing students with
orientation and introduction to traditions, cultures, and practices. Education must become less
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about teaching students based on test scores and more about enabling them to develop into
productive members of society through human freedoms (Christopher et al., 2014). Students who
lack cultural awareness can struggle with innovation and can only display varying modes of
creativity (Kumlien et al., 2020; Presely, 2013). Understanding diverse cultures create cultural
sensitivity, insight, and knowledge to collaborate and communicate beyond the barriers of the
classroom (Brown, 2004). Students who understand cultural awareness perform better in group
settings and experience more significant personal and community growth (Desai et al., 2020).
Cultural awareness also positively affects communities by teaching and encouraging acceptance
and preparing students to thrive in a diverse world (Brown, 2004; Desai et al., 2020). Quality
education that offers a thoughtfully taught cultural awareness curriculum may effectively help
students and society address divisions and conflict (Savage et al., 2011). This process of social
cohesion begins in school and is developed by the experiences and inclusion of different class
make-ups (Anttila & Martin, 2020). In studying various religions, cultures, and ethnicities,
students become open to varying views of perceiving the world and diverse societies (Brown,
2004; Loss, 2012).
Theoretical Context
Education must consider all factors of a child’s education, including moral and character
development (Steiner, 2017). It must prepare students for the world they live in and support the
ability to empathize with and understand other cultures, religions, and diversity (Selah, 2020).
An education that offers to students knowledge and exposure to religions and cultures can
positively affect their perceptions of others. German educator and 19th-century theorist Johann
Herbert believed in an educational system that developed moral and virtuous citizens (Kenklies,
2012). Derived from his experience as an educator and past philosophers, the foundations of
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honorable education address inner freedom, perfection, benevolence, and justice (Kenklies,
2012; Steiner, 2017). These foundations support cultural awareness by understanding one’s
convictions, developing consistency between concepts and actions, concerns with the welfare of
others, and the balance between individual desires and group norms (Jahoda, 2006; Kenklies,
2012). Herbert furthered his theories by developing the Herbartian instructional model and based
these concepts on two forms of interest (Jahoda, 2006). The first is knowledge interest or
attaining scientific and philosophical facts and understanding. The second is ethical interest,
knowledge, and application of how to treat others through social relationships. Herbert’s
identification of these two forms of interest supports the definition of cultural awareness by
instructing students about the history and validation of other cultures in efforts to teach
sensitivity, empathy, and an overall understanding of varying viewpoints of diverse religions,
practices, and customs (Kenklies, 2012; Steiner, 2017).
In addition to Herbert, John Dewey (1939), an educational philosopher, viewed education
as a need to start mutual dependency between society and children. Dewey (1916) defined
democracy as “more than just a form of government; it is primarily a mode of associated living,
of conjoint communicated experience” (p. 9). His social process of pedagogical transaction aims
to improve the understanding of varying religious and cultural thinking in society). His
theoretical influence on education and its services to educate the community also compliments
the work of this study.
Previous scholars and activists have provided research on supplemental theories such as
critical race theory. For example, civil rights activists and lawyers developed this theory in direct
response to examining the intersection of race and U.S. law preceding the civil rights movement
(Mitchell, 2020). Although CRT intended to support discussions and awareness of racism,
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equality, social justice, and the history of race, the 1970s theory identified a lack of racial
diversity in the curriculum without providing practical solutions (Cabrera, 2018; Mitchell, 2020).
In 1995, education began to apply aspects of the CRT framework and moved many of its
concepts beyond the field of legalities to understand better inequalities in public education
(Price, 2010).
Problem Statement
The problem is while America is very culturally and religiously diverse, an educational
curriculum that promotes and supports this culturally diverse population is lacking across the
nation, beginning at the elementary level (Barrett et al., 2012; Biesta & Hannam, 2020). A lack
of understanding of other cultures and religions leads to racial and ethnic disparities in
achievement measures (Dee & Penner, 2017; Hwang, 2019), disproportionately high suspension
rates (Vaughn-Johnson & Rutherford, 2019), low intercultural competence (Savage et al., 2011),
a marginalization of the dominant white culture (Delpt, 2006; Mitchell, 2020; Torres, 2019), and
an inability to empathize with others (Parkhouse et al., 2019). Typically, Americans only possess
an understanding of the religion and culture they identify with (Barrett et al., 2012; Cotman et
at., 2020), but research shows that people with high levels of cultural awareness can contribute to
the success of a more peaceful, cohesive, and democratic nation (Harber & Sakade, 2009;
Vaughn-Johnson & Rutherford, 2019; Wang, 2013).
The absence of a cultural awareness curriculum leads to misunderstandings and
controversy in today’s diverse society (Anttile & Martin, 2020; Barrett et al., 2012). Students are
left ill-equipped to recognize differences as powerful attributes to organizations such as schools
and professional establishments (Moe, 2019). As society develops into a diverse population of
cultures and religions, education must reflect these changes in the way it prepares students to
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live, work and perform will all members of society (Falkner & Payne, 2021). Students must learn
how to listen to understand and grow the skill of acceptance to identify the potential of others
who may have contrasting beliefs, religions, and values (Anttile & Martin, 2020; Barrett et al.,
2012). Unfortunately, cultural awareness education's best practices and educational components
across the elementary curriculum are not yet known.
Purpose Statement
The purpose of the instrumental case study was to understand the critical aspects of
cultural awareness education at the elementary level. For this study, cultural awareness education
is defined as instructing students about the validation of other cultures unbiasedly that teaches
sensitivity, empathy, and an overall understanding of varying viewpoints of diverse religions,
practices, and customs (Parkhouse et al., 2019). The theory guiding this study was the Herbartian
instructional model (Johoda, 2006), as it explained a five-step process to moral education,
including knowledge and ethical interest base. Three of the five steps of Herbert’s model guided
each research question posed by providing insights into the preparation of the content taught
through fostering students' interest, an association of the current curriculum to cultural
awareness, and application of cultures into the everyday practices of the elementary classroom
(Steiner, 2017).
Significance of the Study
The significance section identifies the impact of intertwining cultural awareness into the
elementary education curriculum to sustain the child's needs and support the success of their
lives in complex, modern societies (Elkader, 2015). Furthermore, moral understanding implies
an ethical attitude of purposeful intentions of considering oneself and the relationship with others
(Anttile & Martin, 2020). Therefore, it becomes the fundamental role of public education to form
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an accepted and perceptive identity of associated living across content areas of teaching and
learning for societal gain (Anttile & Martin, 2020; Sutinen et al., 2015).
Theoretical Significance
Herbart’s theories on learning extended many aspects of this study, including
institutionalizing cultural knowledge in teaching students appropriate communication skills that
will provide them with lifelong learning for cultural proficiency (Falkner & Payne, 2021;
Steiner, 2017). Additional elements of his learning theory guided the study process and apply the
preparation of cultural knowledge of current students to plan and prepare for education through
lessons and curriculum (Ivie, 2007; Kenkiles, 2012). An association between utilizing
management of dynamic differences, adapting to the diversity of the classroom make-up, and
appreciation by the application will be confirmed (Falkner & Payne, 2021). These elements of
Herbart’s theories were applied and guided this study's purpose in implementing a cultural
awareness curriculum that can impact student learning, relationships, and teacher preparation
(Falkner & Payne, 2021; Ivie, 2007; Kenkiles, 2012).
Empirical Significance
Although attempts to design and implement a cultural awareness curriculum can offer
many triumphs and tribulations, no educational system can continue to ignore the role of
religions, traditions, and beliefs in history and culture (Biesta & Hannam, 2020). Inadequacy and
ignorance about this issue can lead to negative stereotypes and can even lead to hostility,
conflict, and violence due to a lack of empathy and understanding of others (Vaughn-Johnson &
Rutherford, 2019). Cultural awareness allows students sympathetic views of perceiving their
world and the diverse people they interact with (Ubani et al., 2020). Meaningful and challenging
conversations about cultural diversity occur through a well-structured, intentional cultural
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awareness curriculum (Drew et al., 2019; Ubani et al., 2020). Unfortunately, America’s
education system and national standards currently lack a cultural awareness curriculum that
supports teacher and classroom understanding of diverse cultures within current classrooms and
communities that surround these schools (Franck, 2020; Havlicek, 2018). Without cultural
awareness, there is a deficiency in teachers’ ability to sensitize students’ cultures, beliefs, and
language concerns efforts to know and associate each student’s life (Haynes-Mendez &
Engelmeier, 2020; Hwang, 2019). Finally, the classroom environment and lesson planning must
foster cultural awareness by understanding the importance of ensuring diversity is represented in
the content taught and an environment that encourages freedom of speech for every student
(Hanyes-Mendez & Engelmeier, 2020; Inglehart & Baker, 2000). The empirical significance of
this study is that it may inform a cultural awareness curriculum among national and state
standards for teacher implementation and student learning. Although numerous articles and
journals document the need for relationships between diverse cultures and education (Davies,
2014; Torres, 2019; Valdez, 2020), there is a lack of empirical research on implementing and
creating cultural proficiency in elementary classrooms and throughout the elementary education
curriculum. The lack of research is due to a single definition of cultural proficiency integration
and a valid measure to assess how students engage in cultural content (Baker, 2015). In addition,
public education has also failed to define and implement a consistent cultural awareness
curriculum available to all students integrated into core subjects of mathematics, reading, and
language arts (Burritt, 2020).
Practical Significance
With so much focus on education becoming reliant on test scores and academics, the goal
of teachers is less about the teaching and learning of the whole child and more about numbers
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and assessments. The current education system aims to teach students about cooperation and
teambuilding yet equips the educator to only reward individualism through data analysis and
standardized assessments (Biesta & Hannam, 2020). There has been a growing consensus among
educators that knowledge and exposure to religions, cultures, and beliefs is an essential piece of
a well-rounded quality public education curriculum (Deery, 2019). It can foster democratic
citizenship, create mutual respect, enhance support for religious freedoms, and develop an
understanding of societal diversity (Alexander & Weekes-Bernard, 2017). Practically, this
research may have a real-world application to all elementary students' educational curriculum
and outcomes. This research topic may also prove to be an effective tool for reevaluating the
school curriculum to best fit the education of the whole child. Teacher training programs could
benefit from the results of this study and teacher preparation courses at higher levels of teacher
certification. Students could benefit from learning about cultural awareness through specifically
designed lessons to understand diversity and 21st-century skills.
Research Questions
Public education allows the opportunity to consistently address and contribute to an
improved understanding of increasing diversity and the growing presence of differing cultures in
society (Alexander & Weekes-Bernard, 2017). By implementing teacher knowledge and support
of cultural awareness, education can create value in teaching empathy and respect for everyone’s
right to freedom of beliefs and practices. By teaching about cultural awareness, students can
acquire skills that celebrate differences and reduce harmful misunderstandings and stereotypes
(Biesta & Hannam, 2020). The following central research question and three supporting
inferences guided this study.
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Central Research Question
How can elementary teachers' perceptions of cultural awareness help integrate content
throughout the educational curriculum?
Sub-Question One
How do elementary teachers foster interest in cultural diversity?
Sub-Question Two
How do elementary teachers associate the existing elementary curriculum and cultural
awareness?
Sub-Question Three
How can cultural awareness be applied in the everyday practices of the elementary
classroom?
Definitions
1. Cultural Awareness – The validation of other cultures unbiasedly teaches sensitivity,
empathy, and an overall understanding of varying viewpoints of diverse religions,
practices, and customs (Barrett et al., 2012).
2. Culture – Everything you believe and everything you do that identifies you as a group
member and distinguishes you from members of other groups (Wang, 2013).
3. Cultural Proficiency – A way of allowing individuals and organizations to interact
effectively with people who differ from them (Barrett et al., 2012).
4. Empathy – The ability to understand and share the feelings of another (Jonas, 2016).
5. Moral – A lesson, especially concerning what is proper or prudent, can be derived from a
story, a piece of information, or an experience (Jonas, 2016).
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6. Multiculturalism – Refers to an education teaching that incorporates the histories, texts,
values, beliefs, and perspectives of people from different cultural backgrounds (Brown,
2004).
7. Whole Child Approach – Each child in each school deserves to be healthy, safe, engaged,
supported, and challenged (Jonas, 2016).
Summary
The problem is while America is very culturally and religiously diverse, an educational
curriculum that promotes and supports this culturally diverse population is lacking across the
nation, beginning at the elementary level (Barrett et al., 2012; Biesta & Hannam, 2020). As
diversity continues to develop in and out of the classroom, it becomes essential that education
prepares students to adapt and succeed in an evolving society (Biesta & Hannam, 2020). This
instrumental case study aimed to understand the critical aspects of cultural awareness education
at the elementary level. Education must recognize the need to educate the whole child and strive
to teach students from an early age to embrace diversity (Torres, 2019; Valdez, 2020). While
teachers are at the forefront of the educational needs of students, they must continue to be
equipped with the knowledge and expertise to create an educational environment that enhances a
sense of identity and fosters cultural awareness and inclusion in the classroom community
(Mukminin et al., 2019). In learning vital aspects of a cultural awareness curriculum, students
can be exposed to diverse cultures and social groups and become proactive citizens of their
communities (Torres, 2019). Cultural proficiency has become vital to both education and the
workforce. Many companies value employees who can take varying points of view and
contribute to a diverse working environment (Lu & Wan, 2018). Recognizing differences to
strengthen others and offering varying views and situational opinions is relevant and vital to
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public schools and professional organizations (Lu & Wan, 2018; Walton et al., 2016). Finally,
cultural awareness also teaches students how to empathize with others different from themselves
to create adults who become more open-minded later in life (Biesta & Hannam, 2020).
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CHAPTER TWO: LITERATURE REVIEW
Overview
This literature review identifies research that discusses the impact of cultural awareness
in the elementary education curriculum. First, it provides a theoretical framework that supports
the current text relating to the body of work. This section outlines relevant theories and their
relation to the central phenomenon. Second, it reviews research about the cultural proficiency of
a child's social, cultural, and mental well-being. Recent literature is synthesized in this second
section, covering the character development and moral benefits students receive from a cultural
awareness curriculum in a public school setting. Third, teacher preparation and related course
work in higher education settings are assessed and applied concerning adequate support of
cultural awareness education to benefit whole child learning and teaching. Fourth, historical
aspects of education attempts at cultural conformity and equality are discussed as
multiculturalism, and critical race theory relates to the discussion topic. The current stateadopted standards provide an inside look at the existing content of cultural awareness. Finally,
the developmental stages of children provide appropriate literature on proper implementation
ages of the substance level of a cultural awareness curriculum.
Theoretical Framework
As qualitative research, the theoretical framework applied in this study exposed essential
impacts on the foundation of cultural awareness and its implication for learning and teaching in
elementary education. More specifically, limited theories explicitly supported the views of
cultural awareness in education and its influence on the instruction of elementary students. The
approaches identified observe phenomena that connect character development and moral
education to cultural proficiency, development of the whole child, teacher education, and
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supporting a pluralistic, culturally proficient society. This literature review studied the
phenomena of cultural awareness curriculum education influence on supporting the growth and
development of the whole child through the practices of public elementary education.
Johann Freidrich Herbart was one of the most distinguished figures of German pedagogy
and worked to develop theories on both possibilities and limitations of educational theory and
educational practice (Ivie, 2007). Herbart recognized the value of moral education taught in early
child development through teacher-controlled educational environments (Ivie, 2007; Jahoda,
2006). He emphasized social learning and students' exposure to relative values of differing
backgrounds to promote moral education and beneficial social interaction within classrooms
(Kenklies, 2012). This change to teacher preparation gave way to the normalcies of arithmetic,
reading, and writing and opened the doors to a life-giving curricular model (Ivie, 2007). Herbart
established a teaching model as pedagogical tact, defined as the ability of the educator to connect
the theory and its abstract rules and laws with the individuality of the single case (Bellucci, 2015;
Kenklies, 2012). For Herbart, pedagogical tact allowed the teacher to develop the proper
disposition providing students to consider and respond to problems of morality and act as moral
citizens (Bellucci, 2015).
Preparation of Cultural Awareness
In the preparation stage of lesson planning, the teacher plans to retain new knowledge as
the basis of the previous knowledge of the students (Kenklies, 2012). The process makes
teachers know the subject and other allied subjects more clearly and definitively. In addition, the
preparation stage of planning supports teacher self-confidence in content relationship building to
provide students with more enthusiasm and pleasure (Bellucci, 2015). Herbart emphasized the
importance of teacher preparation of a school curriculum that provided the content of the
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student's life at home and the environment in which they were raised (Kenklies, 2012). Content
preparation can test previous knowledge, develop an interest in student’s minds, and maintain
curiosity for new learning. Herbart’s theory recognized the gap between a child’s life and
society's makeup due to the economic and technical activities in the world that had become
misplaced with the child’s everyday educational experiences (Bellucci, 2015).
Association of Cultural Awareness
Like the constructivist theory, the association stage of new material relates to content the
students are already familiar with (Bellucci, 2015). Herbert recognized that children possessed
different dispositions, which must be considered to optimize learning (Rohrs, 1997). His
association pedagogy reflected the differences in children's souls and the variety of early
childhood experiences and results in the ways children visualize themselves and others
(Kenklies, 2012). The association stage is designed to determine where the student's interests lie
and devise and encourage situations to flourish (Bellucci, 2015). In direct connection with the
preparation stage, the teacher uses proper teaching strategies, techniques, and instruments while
staying mindful of the student's prior learning, interest, aptitudes, needs, capacities, and abilities
(Bellucci, 2015; Jahoda, 2006). Association allows the teacher to act as a mediator to the
curriculum, as they inspire, lead discussions, draw attention to material and expose students to
new perspectives (Kenklies, 2012).
Application of Cultural Awareness
In the application stage, Herbert suggested the impact of student learning by using
understood knowledge through unfamiliar situations (Ivie, 2007). He supported the assessment
stage by comparing learned material to day-to-day life, arguing that education will become
meaningless (Bellucci, 2015). Applying new principles strengthens understanding and will
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concrete new knowledge for students. The application stage supports learning assessment and
stretches the teaching from memory to reflection (Ivie, 2007). By grounding moral and cultural
development in academic education, students gain multiple opportunities to apply various
maturity to everyday social and educational environments (Röhrs, 1997). Herbart was content
with education's ability to use the existing school subjects more flexibly by creating a curriculum
supportive of moral education through the educational topics (Ivie, 2007). He believed the
teaching of history should be taught to students to understand society itself. Herbart pushed
further into the psychological basis of this teaching method and discussed a sociological basis for
the curriculum in his synthesis of knowledge and sympathy (Röhrs, 1997). The application stage
provided teachers with a starting point for individualized learning, which would progress to
social knowledge interaction and applied sympathy (Jahoda, 2006; Kenklies, 2012).
Herbart’s theory of pedagogical tact conceded the dependency of acknowledging the
existence of additional ways of learning and teaching that benefitted the teacher, student, and
educational curriculum (Johoda, 2006). The education system has reflected the mode of relation
by acknowledging the wide variety of cultures, connections, and socioeconomic makeup of the
current classroom and has begun to incorporate a curriculum that provides limited cultural
exposure through history and language arts courses (Röhrs, 1997). These three constructs of
Herbart’s theory, preparation, association, and application, serve as the framework for this study.
Related Literature
Cultural and religious diversity is experienced in every country and every private and
public organization (Inglehart & Baker, 2000; Jackson, 2018). The educational setting is no
exception to the ever-changing growth of ethnic minorities, religious affiliations, and culturally
diverse families (Inglehart & Baker, 2000). This diversity begins at the local levels of education
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and extends to state, regional, and global issues of current educational and national policies
(Jackson, 2018). This ever-changing topic of worldviews and cultural awareness curriculum has
become less of private concern and needs to become part of discussion and dialogue within the
public education sphere (Jackson, 2016). Like the industrial era of U.S. history, our school
education system does not support the societal developments of the present or future (Ubani et
al., 2020; Inglehart & Baker, 2000; Jackson, 2018). Although significant advancements have
been discussed, education has yet to receive an implementation plan of curriculum development
to improve diverse understandings and cultural awareness, beginning at the elementary level.
History of Culture Awareness in American Public Education
In response to the turmoil religious, cultural, and race education has brought to public
schools, a misconception still stands based on the separation of church and state (Inglehart &
Baker, 2000; Kienstra et al., 2019; Lee, 2020). Over the previous two decades, discussions to
political disclosures on citizenship education and interreligious cultural education to meet
challenges of social intolerance, discrimination, and cohesion of religions and a cultural plurality
(Kjeldsen, 2019; Loss, 2012; Moe, 2019). In more recent years, cultural education, as a
humanities subject, has been taught at the college level at the discretion of teachers, parents, and
policyholders of the institution (Loss, 2012; McCullough & Willoughby, 2009). Traditionally,
cultural awareness education has taken a back seat in public education, as the aims of education
have been to produce measurable learning outcomes (Drew et al., 2019; Loss, 2012). These
outcomes are attributed to economic ends, gaining skills, and teacher delivery of science,
technology, and mathematics (Malloy et al., 2019). Cultural and race education has lost value
and importance within the educational curriculum, like the visual and performing arts. What they
teach students is difficult to track, measure, and teach subjectively (Drew et al., 2019; Malloy et
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al., 2019). According to international organizations, including the Council of Europe, the
Organization for Security and Cooperation in Europe, and the United Nations, teaching cultural
awareness, race, religious, and non-religious worldviews should be a central part of 21st-century
education to nurture social cohesion, tolerance for difference, and respect for human rights
(Jackson, 2018; Kjeldsen, 2019; Malloy et al., 2019).
Historical Theorists of Social, Moral, and Cultural Awareness in Education
“Education means the enterprise of supplying the conditions which ensure growth, or
adequacy of life, irrespective of age” (Dewey, 1916, p. 56); “growth itself is the moral end”
(Dewey, 1939, p. 181) and to “protect, sustain and direct growth is the chief ideal of education”
(Dewey, 1939, p. 402). Public education is viewed as a social practice to educate children
through societal values of policies and procedures. In an inclusive democratic society like the
U.S., education must provide an ethical and moral curriculum to educate its students to value
diversity (Biesta & Hannam, 2020; Röhrs, 1997; Shaw, 2020). Democratic educational
experiences also promote an understanding that allows students to think for themselves, draw
their conclusions and act accordingly (Sutinen et al., 2015). Human freedoms are an integral part
of public education and require a supporting curriculum that considers both socialization and
subjectification (Biesta & Hannam, 2020; Jackson, 2016). Student learning has become reliant
on the understanding and application of the teacher's ability to form educational relationships
built between leaner and educators (Biesta & Hannam, 2020; Santoro, 2008). Unfortunately,
these academic relationships constructed through personal knowledge, diversity, and intimate
consideration of the student population have become less valued by public education (Jeynes,
2004; Zahm & Quina, 2019). Today, the 21st-century educational focus has become singular in
that it limits student abilities to embrace differences and diversity by relying on measurable
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learning outcomes primarily achieved by academic subjects (Sablosky, 2014; Torres, 2019). By
overlooking morals within the education curriculum, the language of education shifts from
relationships and diversity to test scores and assessments (Olsen et al., 2021). Education must
provide students with the knowledge and skills to lead successful lives in complex, modern
societies (Marshall, 2010). Public education must start recognizing the mutual dependency of
society and children and seize opportunities to influence children through multifaceted
educational experiences instead of allowing social media, news reports, and commercial
advertising to educate their understandings and opinions of others. (Biesta & Hannam, 2020;
Olsen et al., 2021).
The Herbartian theory was to support the work of schools in the development of
upstanding, moral citizens (Jahoda, 2006; Steiner, 2017). The result of Johann Herbart’s work
has influenced many additional theorists and trained teachers as his work plays a vital role in the
education of students for societal differences (Bellucci, 2015). Moral education has remained a
constant course of action throughout American history and educational development (Bellman,
2004). Since Thomas Jefferson tasked himself with fostering a sense of national responsibility
through moral education in American schools, education has required constant rethinking and
continuous review (Bellman, 2004; Falkner & Payne, 2021). Furthermore, moral education was
utilized during the pioneer days to inculcate democratic attitudes toward students in schools and
communities (Deery, 2019). This social function of moral education in democratic societies
instills students with a sense of fellow-feeling toward others, regardless of their culture, color,
religion, or economic status (Howard, 2018). The following theorists turned to instrumentalism
to blend Herbartian work through democratic ideology through group-centered education and
goal-free growth.
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Dewey’s Progressive and Social Education Movement
A strong influencer of the progressive education movement, John Dewey incorporated
many Herbartian theories into his pedagogy and reflections on American education (Bellman,
2004; Ivie, 2007). He believed early stages of learning should be joint interests of students and
consider the experiences students are exposed to the outside of school (Dewey, 1939). Dewey’s
influence on Herbart’s theories, combined with progressive education, supported a new process
of pedagogical structuring that confronts students with everyday problems that they must attempt
to solve (Bellman, 2004). He recognized the importance and need for social and educational
environments that examined differences and taught students the value of democratic societies
(Hwang, 2019). Dewey saw schools as small communities and an embryonic society capable of
performing an essential function in renewing culture (Gerdenitsch, 2011).
John Dewey was one of the most influential educational philosophers of the 20th century.
His theories were vital to both psychology and educational reform in American history. His
philosophies have proven an ongoing relevance to both 21st-century education and cultural
awareness education as they reflect society's teaching (Gerdenitsch, 2011). His theoretical
background in pragmatism presents its roots in the western tradition of the philosophy of
education (Sutinen et al., 2015). The pragmatist education theory applies to the present and
future function of cultural awareness education worldwide. Dewey (1916) believed in social
learning for all students and strived for a progressive education system that utilized
experimentation to learn rather than an authoritarian approach to acquired knowledge. Religious
education follows this notion of creating a social and cultural environment that belongs to the
learner to support human, political, social, and cultural knowledge (Franck, 2020). Education
should begin with a pragmatic way of understanding modern science to build upon non-scientific
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inquires, including ethical, social, and even religious inquiry allowing the assessment of relevant
societal problems (Sutinen et al., 2015). Dewey believed in a free concept of true democracy
where individuals could interact within their diverse community to solve cultural, economic,
educational, and other issues creatively without secular limitations (Dewey, 1916; Sutinen et al.,
2015). John Dewey’s (1939) recognized the need to expose children to religious content and
experiences to develop personal growth and offer cultural perspective. He also notes religious
education cannot be taught in an abstract process; instead, it must provide concrete experiences
and exposure for children to learn from trusted educators (Hwang, 2019). According to Dewey
(1939), one main obstacle to implementing religious education is the gap in educators’
knowledge of religion past their faith and beliefs. “The educators’ part in the enterprise of
education is to furnish the environment which stimulates responses and directs the learner’s
course” (p. 181). The educator’s role is the essence of Dewey’s democracy within the education
setting, supporting students learning in a non-biased environment while building knowledge
through a trusting reciprocated relationship between learners and teachers (Carpendale, 2000;
Hwang, 2019).
Cremins’ Morals and Values in Education
Lawrence A. Cremin followed in Herbart’s footsteps and became one of the most
influential historians of education in the U.S. during the second half of the twentieth century
(Lazerson, 1990; Reese, 2013). He examined the various aspects of education in the U.S. and
described the numerous social, economic, political, and cultural institutions involved in the
education of American society (Reese, 2013). Cremin believed many factors of American
society, including the industrial revolution, evangelism, modernism between religious agencies,
and the overwhelming growth of American cities, continued to shape American culture
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(Franklin, 2003). Therefore, a reconfiguration of American education was needed to uphold a
modern, culturally diverse society, similar to 21st-century American society (Virdee, 2015). Like
Herbart, Cremin regarded education as a deliberate, systematic, and sustained effort to transmit,
evoke, or acquire knowledge, attitudes, values, skills, or sensibilities, emphasizing the impact
morals and values played in the education of American students (Lazerson, 1990; Virdee, 2015).
His cultural approach also aligned with many of Herbart’s theories and pedagogy, using subjects
such as history and science to teach about diverse cultures and religions (Franklin, 2003). Cremin
supported teachers in the preparation stage of Herbart’s pedagogy, stating new knowledge would
be gained as teachers educated students based on their exposure to their families, churches,
libraries, museums, publishers, societies, youth groups, agricultural fairs, radio networks,
military organizations, and research institutions (Virdee, 2015). Cremin, like Herbart, explored
the social aspects of education as education became nearly synonymous with culture and society
(Ivie, 2007; Reese, 2013). He recognized the change in society and democratic politics as leading
characteristics of American education, marking some of the most fundamental achievements
while highlighting some of the leading problems in education (Reese, 2013).
Cremin (1988) provided an overview of the educational structure in diverse communities
in several areas of the U.S., including New York City’s broad religious affiliations (Lazerson,
1990). This diversity was viewed as an untapped resource to the education systems in urban
areas, as many of these cultures and religious institutions sponsored educational activities
supported by community interests (Gerdenitsch, 2011). However, after his overview, he
concluded that any given individual’s world was always bounded by one another configuration
of education (Lazerson, 1990). Like Herbart’s validation of the individual list and interests and
perspectives, Cremin acknowledged education's part in both the individual and society (Ivie,

40
2007; Reese, 2013). He provided a detailed story of American education and the teaching
systems; however, he only included outlines for a comprehensive history of urban education and
cultural diversity in public education.
Many concerns for cultural awareness still exist in the same urban areas Cremin studied
as the need for cultural proficiency increases with many large and complex school systems
(Virdee, 2015). However, Cremin provided an understanding of education to capitalize on the
formal and informal educational programs surrounding America's urban areas and cultural
societies. He understood the importance of cultural proficiency through programs such as private
and public libraries, zoological institutes, botanical gardens, literary and learned societies,
churches and religious groups, museums, and other social and cultural institutions (Reese, 2013;
Virdee, 2015). Cremin, much like Herbart, believed education and intellectual activity are kept
components of the moral and ethical understanding of cultures and should be presented to
students in an enlightening and inspirational manner through teacher preparation, association,
and assessment (Gerdenitsch, 2011).
Hall’s Multiculturalism
Stewart Hall was a cultural theorist known to many as the godfather of multiculturalism
(Mato, 2014). His theories on cultural studies aligned with many aspects of both Herbart and
Cremin as he viewed the importance of cultural groups and their influence on society (Hall,
2013). His most current views include people as both consumers and producers of culture, and he
felt the culture was not something schools should study but rather a basis for social action (Hall,
2018). Like Herbart and Cremin, Hall (2018) recognized the power cultures help in society’s
development, including political impact and educational and social understanding. He described
this battle of cultural power relations as established throughout American history yet potentially
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unsettled (Hall, 2013; Mato, 2014). His description of the progression of cultural awareness, both
past, and present, is like the current turmoil of twenty-first-century cultures across America.
In producing an explanation of his cultural theory, Hall and Dugay (1996) identified two
different definitions of cultural identity. The first definition defines cultural identity as a
collective self as oneself shares a history and holds a common ancestry. The second definition
defines cultural identity as focusing on identifying who we have become as we are subject to that
continuous play of history, culture, and power. Both definitions support Cremin and Herbart’s
theories of utilizing the cultural aspects of the past to develop cultural awareness of the future
while building morale and character traits (Virdee, 2015). Hall also recognizes the ever-evolving
constant transformation of cultural identity. His theory and definition alone prove to be a piece of
cultural awareness education that becomes difficult for the theorist and educator to decide what
aspects of cultures are significant and how education can evolve alongside the influence of
cultures in American society (Hall, 2018).
History of Pluralism and Cultural Awareness in American Society and Schools
American education should be recognized as a society where diversity is accepted and
supported by public school systems (Alexander & Weeks-Bernard, 2017). Education must
sustain these diverse students and teach student populations how to effectively function and
maintain mutual respect into adulthood (Buitendag & Simut, 2020; Koppelman & Goodhart,
2011). In a diversely cultural society such as the U.S., teachers must teach about all groups
within the community. Unfortunately, America has had a long history of cultural and religious
controversy since colonial times and the establishment of the thirteen colonies (Alexander &
Weeks-Bernard, 2017; Arthur, 2019). Religious freedom and artistic liberty require the teaching
of acceptance of divergent beliefs (Alexander & Weeks-Bernard, 2017). The American
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constitutional separation of church and state was established to rectify and achieve religious
liberty during our founding (Arthur, 2019). However, these efforts seem to remain a source of
dramatic conflict throughout America's past and present society (Alexander & Weeks-Bernard,
2017; Buitendag & Simut, 2020).
Beginning with the writing of the U.S. Constitution, most Protestant leaders and
policymakers decided against the European influence of religious authority to create the first
secular government (Arthur, 2019; Koppelman & Goodhart, 2011). The authors of the U.S.
Constitution and influential leader Thomas Jefferson cited “we the people” as a source of power.
They later passed the Statute for Religious Freedom as the first amendment that promised
religious freedom in the U.S. (Koppelman & Goodhart, 2011). At the end of the Revolutionary
War, just four colonies had declared the right of people to worship and practice religious
freedoms, leaving only Massachusetts, New Hampshire, Connecticut, and Virginia to establish
religions and churches (Arthur, 2109; Franck, 2020). As Massachusetts led the way in Protestant
beliefs and their implementation in education, opposing denominations such as Catholics and
Jews were forced to establish their school systems instead of Protestant public education (Franck,
2020). Educational leaders Horace Mann and McGuffey shaped American public schools and
referenced Protestant religion to teach morals and values to young students (Koppelman &
Goodhart, 2011). Between 1870 and 1940, many Protestant reformers agreed on eliminating a
sectarian religious perspective in public education. By the late 1940s, several U.S. federal courts
declared several revisions related to the constitutional promise of religious freedom to be
reflected in the educational systems of America (Franck, 2020; Koppelman & Goodhart, 2011).
By the late 1950s, American society had changed from implications of World War I and
II, the industrial revolution, and a surplus of migrant immigrants labeled as Asian American,
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African American, and Mexican American (Koppelman & Goodhart, 2011). These populations
of people triggered the political action of then-President John F. Kennedy to issue Executive
Order 10025 and amend Title VII of the 1964 Civil Rights Act (Frank, 2020). He coined the
phrase affirmative action and promoted pluralism by eliminating discrimination and providing an
opportunity for minority groups (Franck, 2020; Havlicek, 2018). Education and supreme court
rulings followed suit to the commands of the federal government through the Brown v. Board of
Education order of the 1954 Supreme Court decision overturning Plessy v. Ferguson, declaring
racial segregation unconstitutional (Koppelman & Goodhart, 2011). In addition, organizations
such as the National Association for the Advancement of Colored People (NAACP) were
established to oppose racism, advance the education of African Americans, advocate for African
Americans, and support the black civil rights movement (Franck, 2020). Tuskegee University
was the first black college to be titled a registered national landmark in Alabama. It provided
higher education to historical African Americans such as George Washington Carver and the
Tuskegee Airmen of World War II.
Although America has since recognized efforts in creating a pluralistic society, 21stcentury education cannot produce active student participants in a diverse, democratic society
(Koppelman & Goodhart, 2011). Until teacher education programs can adequately prepare them
for the implementation of cultural awareness education, educators across the nation will remain
inadequate to incorporate sensitive topics into the everyday curriculum (Race, 2017; Koppelman
& Goodhart, 2011). Therefore, education must prepare teachers through certification coursework
to teach complex topics while maintaining courage and consideration for the social make-up of
their classrooms (Race, 2017). This training must begin with teachers and students rethinking
assumptions about the diverse society in which they live by asking questions such as, what are
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the alternatives, and how do they affect diverse cultures? And who benefits from these policies,
practices, and current outcomes (Koppelman & Goodhart, 2011)?
Multicultural Education
Multicultural education began in response to the growing diversity of American
classrooms and attempted to educate students on varying cultures, beliefs, races, and traditions
(Parkhouse et al., 2019). In the 1920s, diversity work in the classroom sought to educate students
on intercultural work and create a heightened awareness of immigrant experiences (Howard,
2018; Reinhard, 2017). By 1954, multicultural education shifted after the ruling of Brown v.
Board of Education towards improving racial groups within desegregated schools (Reinhard,
2017). This individual approach to cultural pluralism emphasized positive cultural traits
considered socially valuable to America’s democratic society (Leung et al., 2008; Reinhard,
2017). Fast forward to the 1990s, and multiculturalism took the form of education for countries,
cultures, and skin pigments (Howard, 2018; Reinhard, 2017). It originated in classroom content
as special days of the year when students learned about a list of holidays, food preferences, and
languages associated with selected cultures (Parkhouse et al., 2019). Although multicultural
education recognized the challenges present in the student make-up of public education, attempts
at implementing coherent, relevant curricula fell short in many aspects (Reinhard, 2017).
Banks (1994, 2004a) proposed the following aspects of multicultural education: content
integration, knowledge construction, equity pedagogy, empowering school culture, and prejudice
reduction. He believed multicultural education should provide students with an understanding of
societal issues seen from different perspectives (Brown, 2004). Multicultural education can teach
perspective consciousness in children as young as preschool, relying on developmental
assumptions about the ability of children to engage in multiple perspective issues (Falkner &
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Payne, 2021; Reinhard, 2017). This learning process is labeled perspective consciousness and
sends a compelling message about what cultures are valued and not (Parkhouse & Massaro,
2019). Unfortunately, limited multicultural content is found in social studies curriculum across
public education, and in many ways, the curriculum still lacks many multicultural and global
perspectives (Leung et al., 2008). Falling short of Cremin’s philosophy of cultures and diversity
taught through a history curriculum, multiculturalism has been diminished to specific days of the
year and randomly selected cultural content (Virdee, 2015). Even with a multicultural curriculum
that allows students to analyze multiple perspectives based on varied historical narratives, the
amount of time allocated for such teaching is rarely utilized due to high stakes testing in other
academic areas of the curriculum (Howard, 2018; Hwang, 2019).
Critical Race Theory
Critical Race Theory (CRT) was created in response to the civil-rights movement of
American history and originated in the 1960s and 1970s in conjecture to the essential legal
studies movement (Gillborn et al., 2018; Mitchell, 2020). Both organizations aimed to examine
how the law and legal institutions serve higher socioeconomic classes at the expense of the poor
and marginalized (Gillborn et al., 2018). CRT became an organized framework of legal analysis
of the belief that racism stems from social and cultural construction in society used to oppress
and exploit non-whites (Cabrera, 2018). Its legal premises strive to uncover racial discrimination
patterns in all levels of education and address ideological forms of racism that are historically
ingrained in institutions and organizations of the U.S. (Cabrera, 2018; Mitchell, 2020). CRT and
whiteness studies seek to eliminate the construction of whiteness as a dominant social norm in
America (Gillborn et al., 2018). Although CRT identifies whiteness and the teaching of
liberalism throughout American education, it is also tricky for white youth to view themselves as
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both white and nonracist through CRT content and theories (Cabrera, 2018). Other factors that
intersect access to power and privilege include socioeconomic class, abilities, age, religion,
qualifications, and sexuality (Gillborn et al., 2018; Price, 2010). It becomes difficult for CRT to
identify and eliminate theories of racism if both whites and nonwhites are misrepresented in
educational textbooks and curricula and vary in representations of power, wealth, and politics
(Cole, 2020; Price, 2010). Other theorists argue such factors of family inheritance, asset
accumulation, and continuing racial discrimination are reversing gains provided in schools and
occupations and worsening racial discrimination (Cole, 2020). Furthermore, CRT fails to
acknowledge that racism is disseminated in subtle, symbolic, and expansive ways in American
culture, including in everyday talk and texts such as newspapers, talk radio, conversations,
television, movies, textbooks, debates, and political propaganda (Cole, 2020; Price, 2010). This
racially inflected language is persuasive to white and non-white American society (Cole, 2020).
Culture Proficiency
Cultural proficiency is a mindset that allows individuals of varying cultures to interact
effectively with people who differ from them (Baker, 2015; Christopher et al., 2014). It can be
considered an organized system of steps that allows people the know-how and training to
develop proficiency that uses our differences to strengthen our bond as a human race and
intermixed society (Desai et al., 2020). The U.S.s has heeded the invitation of cultural
proficiency throughout its history, beginning with the invitation printed on the Statue of Liberty,
“give me your tired, your poor, your huddled masses yearning to be free” (Leung et al., 2008, p.
63). Since then, America has grown into a racially and ethnically diverse nation and has learned
the real work of an equitable and inclusive society has only just begun (Baker, 2015; Leung et
al., 2008). Education has since faced the ongoing cultural equity and inclusion problems by
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creating tension with policymakers regarding teaching students cultural awareness (Shepherd,
2019). Educators must then be able to meet cultural proficiency to understand, embrace, and
communicate the differences between individuals and their cultures (Anttila & Martin, 2020;
Brown, 2004). Cultural proficiency is needed to appropriately respond to demographic shifts in
society that have caused a change in both student populations and the needs of communities
(Brown, 2004). Cultural proficiency recognizes the importance of culture as a predominant force
that shapes behaviors, values, and communities (Baker, 2015). It aims to unify people by
affirming all cultures by enriching and enhancing the capacity of all (Janak, 2017; Morgan,
2019). Like CRT, cultural proficiency acknowledges the thought patterns of varying cultures in
ways they view, learn, and solve problems often ignored or demeaned by Western education
(Janak, 2017). Cultural proficiency understands diverse populations' unique needs, which may
not be the mainstream culture of where they live and work (Baker, 2015; Janak, 2017). Finally,
cultural proficiency affirms that cultural diversity is as important as diversity among cultures;
cultural groups are not monolithic (Falkner & Payne, 2021). Five essential elements are
identified and aligned with the education of cultural proficiency in teaching. These elements
include assessing culture, valuing diversity, managing the dynamics of difference, adapting to
variety, and institutionalizing cultural knowledge (Brown, 2004; Falkner & Payne, 2021).
Current barriers faced by education include three categories: ignorance of the need to adapt to
cultural awareness and resistance to change, Western presumptions of entitlement and unearned
privilege, and historical oppression and cultural freedom (Falkner & Payne, 2021).
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Cultural Awareness in Whole Child Education
Cultural awareness accepts diverse viewpoints, recognizes changing political values, and
allows opportunities for students to cultivate and execute opinions in alignment with democratic
dispositions (Brown, 2004; Dewey, 1939). Dewey (1090) stated a valuable goal, that education:
must take the child as a member of society in the broader sense, and demand for and from
the schools whatever is necessary to enable the child intelligently to recognize all his
social relations and take his part in sustaining them. (p. 8)
Fostering cultural proficiency is essential to a well-rounded curriculum that creates a culture of
knowledge of others' opinions and worldviews (Jeynes, 2004). Analytical-critical thinking skills
are a central part of cultural worldview education at elementary and secondary levels of
education (Kjeldsen, 2019). This curriculum supports students’ success in forming morals and
values and leads to open conversations about moral dilemmas faced in current society (Biesta &
Hannam, 2020). Jeynes recommended that cultural awareness varies more across academic
achievement than behavioral variables in student education. In their comparison between U. S.
private schools and public schools, student behavior is vastly different due to the gap between
the implementation of cultural awareness and moral education. Biesta and Hannam supported the
benefit of teaching and learning cultural awareness as an object of study, allowing students to
engage in meaningful conversations about the diversity and differences they experience to learn
about others and their cultures and beliefs.
Stages of Development
Cognitive development refers to intelligence and the ability of humans to develop
perception, recognition, recall, and interpretation of information along with all forms of
reasoning (Lourenço, 2016). This information on mental development fell under cognitive
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psychology and was described by eminent Swiss epistemologist Jean Piaget (Carpendale, 2000).
His work primarily focused on developing thought in a child and included detailed observational
studies to establish stages of developmental theories (Marwaha et al., 2017). During the
preoperational stage, ages 2 through 7, children develop memory and imagination and can
understand symbolic meanings and the ideas of the past and future (Carey et al., 2015; Lourenço,
2016). This stage of development supports the teaching and learning of cultural awareness,
beginning at the elementary, preschool, and primary levels of education (Baker, 2015; Lourenço,
2016). During the concrete operational stage, ages 7 through 11, children become more aware of
external events and feelings other than their own (Carey et al., 2015; Lourenço, 2016). Piaget
described this development stage as vital to the child's maturity, becoming less egocentric as they
understand that not everyone shares their thoughts, beliefs, or feelings (Carey et al., 2015;
Marwaha et al., 2017). Piaget’s stages of development support the growth of cultural knowledge
and awareness throughout elementary age years (Olsen et al., 2021). According to Piaget,
elementary-aged students possess the ability to learn about the past and future and the feelings of
others (Marwaha et al., 2017). By the end of fifth grade, children aged 11 and older can use logic
to solve problems, view the world around them, and plan for their future (Carey et al., 2015;
Marwaha et al., 2017). Piaget believed the two moral worlds of constraint and cooperation
coexist in childhood through stages of development and continue to exist in adulthood
(Lourenço, 2016; Marwaha et al., 2017).
Character and Cultural Awareness
In learning about religious beliefs, cultures, and worldviews, students within society can
become enabled to act in an informed way in response to and assist in leading twenty-first social
issues (Baker, 2015; Burritt, 2020). Students' attitudes and dispositions to cultural worldviews
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are often molded and shaped through positive and negative interactions with peers throughout
their educational experience (Davies, 2014; Deery, 2019). The purpose of a cultural awareness
education is for students to learn about varying cultural perspectives, experience growth in
mutual understandings, and cultivate advancement and appreciation of diversity within society
(Deery, 2019; Moyaert, 2018). A cultural awareness curriculum can contribute to more
solidarity, inclusion, and social cohesion in diverse educational settings, workforces, and global
societies (Chandran, 2019; Moyaert, 2018). Cultural awareness education is not “restricted to
practices, artifacts, and buildings. It is also necessary to understand the meaning of the religious
language used by religious believers, including expressions of their beliefs, values, and
emotions” (Rukavina Kovačević , 2016, p. 5). Cultural awareness education can offer curriculum
paradigms and orientations for developing life, morals, character, and spiritual teaching (Gearon
et al., 2021; Lee, 2020).
Another form of emotional learning, humanistic education, is compatible with cultural
awareness and aids in developing and capacity for positive social participation (Christopher et
al., 2014; Cotman et al., 2020). A humanistic education, defined through cultural education, can
develop students’ capacities and abilities to participate in social engagement to improve their
individual development (Race, 2017; Lu & Wan, 2018). Wexler (1997) provided six big ideas
related to teaching worldviews and cultural awareness education that affects students’ emotional
growth. Beginning with continuity, change, and diversity, Wexler suggested cultural worldviews
involve interconnected patterns of beliefs, practices, and values. Although highly diverse,
students can utilize their understanding to result in new, creative development instead of tension
and conflict (Lu & Wan, 2018; Wexler, 1997). In teaching cultural awareness, many students and
teachers find it difficult to express their deepest beliefs, feelings, and emotions using everyday
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language (Lu & Wan, 2018). By incorporating figurative language, a range of literacy genres,
and non-verbal forms of communication such as the arts, students, and teachers can support
cultural expression while exploring emotional thoughts (Freathy & John, 2019; Lu & Wan,
2018). Identifying with and learning about cultural worldviews can also provide a shared
understanding of the characteristics and behaviors a person of that faith will seek to achieve
(Cotman et al., 2020; Lu & Wan, 2018; Wexler, 1997). Cultural awareness can provide students
with the development of moral behavior that can support their emotional stability and growth of
character education (Cotman et al., 2020). Making sense of life’s experiences can occur in
cultural groups, where students share their beliefs, values, and traditions, giving them a sense of
identity and self-worth (Cotman et al., 2020; Lu & Wan, 2018). These big ideas and supported
literature can provide a found recognition of particularity and a greater focus on self-awareness
and flexibility to worldviews and diversity (Freathy & John, 2019; Lu & Wan, 2018).
Current Curriculum
There has been much debate in public education’s past as to which direction the nation
should take when defining curriculum and writing standards for schools (Wexler, 1997). The
establishment of national standards and measurable assessments for school implementation has
been debated and tried over the last quarter-century (Janak, 2017; Morgan, 2019). In addition,
government mandates such as the No Child Left Behind and the Every Student Succeeds Act
provided the nation with educational expectations to assess students and hold state schools
accountable (Janak, 2017; Wexler, 1997). However, the recent persistence of achievement gaps,
the effectiveness of standardized testing, and the U.S.’ international competitiveness have
resulted in new efforts to develop national standards or common learning targets for public
schools (Brown, 2004; Morgan, 2019).
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National Curriculum
To support a change in a cultural awareness curriculum, teachers, students, and parents
must begin to recognize the necessity of cultural worldviews as a curriculum study to assist
students in appreciating multiple perspectives, developing informed opinions, and sustaining the
skills of cultural and diversity tolerance (Anttila & Martin, 2020; Burritt, 2020). Although these
skills are recognized as valuable attributes to students' education, they have been challenging to
address through national standards (Wexler, 1997). Due to the lack of national standards dictated
at the state level, much debate over the nation's implementation to the state has taken place at all
levels of education (Burritt, 2020). National standards and a curriculum to define them have
remained a suggestion. However, the federal government does provide hefty incentives in the
form of monetary funds to support those states and districts that adopt national standards and
comply with current standards endorsed by the current administration (Anttila & Martin, 2020).
The goal of these national standards is accountability for schools while offering states to tailor
their curriculum to meet the needs of their students and diverse communities. A state-led effort
was coordinated by the National Governor’s Association Center for Best Practices and the
Council of Chief State School Officers to address aspects of need identified by society and the
workforce (Wexler, 1997). This leadership led to the development of Common Core State
Standards and managed the deviation between states; these standards were developed with the
assistance of teachers and school administrators to prepare students for higher education and the
workforce (Anttila & Martin, 2020). Common Core State Standards have taken a top-down
implementation approach to the nation’s educational system, as they serve as a baseline of
content and consistent standards for state-wide assessment (Burritt, 2020). State policymakers
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have worked with district personnel to adopt this set of Common Core State Standards to provide
a continuous education across communities.
International Curriculum
In changing the current worldview and cultural curriculum, European educational policy
has utilized the Organization for Security and Co-operation in Europe (OSCE) in connection
with religious education and its role in conflict prevention and resolution (Jackson, 2018). They
offer European education practical guidance for preparing curricula for teaching about religions
and beliefs, preferred procedures for assuring fairness in the development of religious curricula,
and standards for how they could implement into public education (Jackson, 2018; Moyaert,
2018). This council has sought change for a problem facing European education and has
implemented support and conditions to serve its diverse student population. This organization
projects using public education curriculum and instruction. Students are taught a worldview
educational program that prepares them for life in a pluralistic society. They will work and live
together with those of varying beliefs, faiths, and cultures (Moyaert, 2018). OSCE aims to
develop comprehensive pluralistic education policies and strategies that promote a greater
understanding and respect of worldviews and ethnicities and prevent intolerance and
discrimination against members of other religions (Jackson, 2018). Although OSCE desires to
influence global countries through curriculums and training, the U.S. has yet to design or copy its
implementation in its public policy or educational systems (Jackson, 2018; Janak, 2017).
Additionally, OSCE deals with concerns, including a student’s ability to develop tolerant
attitudes and respect for beliefs and attitudes of the inherent dignity of citizen freedoms,
nurturing a sensitivity to diverse religious and non-religious convictions, promoting
communication and dialogue between people of varying cultural, religious, and non-religious
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backgrounds, and promoting civic-mindedness and moderation in the expression of their identity
(Moyaert, 2018). These factors are required to design, train, and achieve a consistent curriculum
plan for the public education of a worldview religious education program of study that begins at
the elementary level (Janak, 2018; Morgan, 2019).
In 2019, the Australian Professional Standards revised learning target expectations for
certified teachers. The standards included the following stipulations to student achievement:
knowledge of students and how they know, the specific inclusion of students with diverse
linguistic, cultural, religious, and socioeconomic backgrounds, and demonstration and
understanding of teaching strategies that are responsive to the learning strengths and needs of
students from diverse linguistic, cultural, religious and socioeconomic backgrounds (Lewis et al.,
2020). These standards required teachers to design and implement teaching strategies responsive
to students' learning strengths and needs from diverse linguistic, cultural, religious, and
socioeconomic backgrounds. Teacher expectations include collaboration with colleagues to
develop effective teaching strategies that address students' strengths and needs from diverse
linguistic, cultural, religious, and socioeconomic backgrounds, evaluation and revision of school
learning and teaching programs, and using expert and community knowledge and experience to
meet the needs of students with diverse linguistic, cultural, religious, and socioeconomic
backgrounds.
In Finland, the new National Core Curriculum for Basic Education, issued in 2014 and
implemented in 2016, recognized the need to address multiculturalism, inter-cultural skills, and
diversity, which the organization has identified as the forefront of twenty-first curricular and
educational thinking (Moore, 2007; Sahlberg, 2011). This curriculum is implemented in teaching
and learning throughout all public schools by the Finnish Board of Education and is subject to
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the National Core Curriculum for Basic Education. The curriculum is outlined in over 450 pages
and includes objectives and core contents of each school subject, including religious education
for grades 1-9 (Ubani et al., 2020; Sahlberg, 2011). These standards begin to devise a plan that
allows teachers in the twenty-first century to plan, respond and execute an education that
supports a multi-faith and multi-cultural society and classroom (Moore, 2007; Sahlberg, 2011).
Teachers must train and prepare knowledge to make informed decisions for their diverse
classrooms and develop their educational training and competencies. A lack of knowledge and
understanding of religious worldviews can lead teachers and learners to generalizations,
stereotyping, and bullying (Burritt, 2020; Moore, 2007). Schools can effectively teach about
differences by providing teacher support for interreligious education to create social cohesion
(Marshall, 2010; Moore, 2007).
Cultural Awareness Curriculum
Critical components of a cultural awareness curriculum include the design,
implementation, evaluation, and assessment of paradigms and perspectives to support student
understandings of life, values, diversity, and moral education (Lee, 2020). Understanding
worldviews and cultures is an essential aspect of improving public educational curriculums. By
identifying how these components work together to influence teacher and student
understandings, educational stakeholders and policymakers can support the child's development
(Jackson, 2016). In addition to curriculum development, teacher preparation is also the most
difficult to define as there are many underlying pieces of teaching to learn and learning to teach
in education (Jackson, 2019; Shepherd, 2019). Beginning with the content and standards dictated
by state and district level laws, teaching is viewed as having a class of 20 plus patients with
varying needs and abilities. With the absence of teacher preparation and ongoing professional
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development, teachers fall short of the ability to constructively devise a cultural awareness
program that meets the needs of their ever-changing classroom make-up (Biesta & Hannam,
2020; Shepherd, 2019).
Cultural and diversity literacy allows education as an avenue for students to recognize
and respect the cultural differences of others (Ganley et al., 2019). Cultural awareness
discussions of students' personal cultural and worldview identities and the identities of others
enable constructive learning about worldviews and proficient dialogical skills (Moyaert, 2018).
Dialogue exchange between classmates in inter-worldview education promotes coexistence and
limits misunderstanding, intolerance, and conflicts (Jackson, 2018; Moyaert, 2018). Cultural
worldview literacy enables students to understand what other religious people believe, what they
regard as sacred within their culture, and what actions might be considered offensive (Day, 2020;
Deery, 2019). The curriculum must be open to epistemic diversity, as pluralism does not
abandon the notion of universal knowledge for worldview and religion but instead embraces a
consistent educational strategy of openness to dialogue among different cultures and their
traditions (Day, 2020).
Multicultural texts and playwriting can also provide in-depth content leading to
classroom discussion and debate (Welling & Roebben, 2018). Students may begin to understand
the complexity of our history and multicultural situational context (Moe, 2019). These
sympathetic engagements with character situations in text or play provide varying viewpoints,
values, and beliefs, such as philosophical enquires in religious education (Biesta & Hannam,
2020). Teachers can address situational differences and provide students with a conflict
resolution that offers more than one solution (Biesta & Hannam, 2020; Deery, 2019). Students
can exercise moral imagination and develop a sense of ethical engagement, which is fundamental
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to developing democratic citizenship (Biesta & Hannam, 2020; Dewey, 1939; Jackson, 2016).
The kinds of dilemmas and situations presented through questioning techniques of cultural
awareness education often encompass moral ambiguity (Moe, 2019). Additional cultural
proficiency classes provide students with discussions of honest, complex descriptions of
historical turmoil that engage practical reasoning skills and build upon differences in personal
life experiences (Biesta & Hannam, 2020; Moe, 2019). These discussions and questioning
techniques are imperative to the progression of teacher preparation and educational philosophy
courses (Ganley et al., 2019). They can also aid teachers and students in understanding the
diversity of contemporary society and the development of morals and values required to live
responsibly (Orchard, 2015). Elkader (2015) provided the following inquiry sample for
multicultural literacy: What is the impact of cultures and beliefs in the local and global
community? Why do hatred and persecution sometimes happen, and What can be done to
prevent it? If cultural worldviews did not exist, who would miss them? Can religions and beliefs
support people in difficult times? This level of questioning requires imparting knowledge by
teachers and the ability to develop and explore fundamental questioning techniques (Biesta &
Hannam, 2020; Elkader, 2015; Ganley et al., 2019). Through teaching and identifying meanings
of multicultural language and literacy, students must learn certain attitudes and skills that raise
self-awareness and understanding of the beliefs and values of others, as well as affirming human
dignity (Rukavina Kovačević , 2016).
Cultural Awareness within the School and Classroom Setting
Our current education system aims to teach students about cooperation and teambuilding
yet equips the educator to only reward individualism through data analysis and standardized
assessments (Biesta & Hannam, 2020). In the absence of a cultural awareness curriculum,
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students and teachers lack multiple opportunities to become more informed and engaged in the
diverse needs of society at both local and global levels (Burritt, 2020; Presley, 2013). These
skills include understanding communities' cultural and religious perspectives and receiving an
education about the beliefs and practices of historically diverse traditions. To teach cooperation,
teachers must first receive training and course work on the worldviews, religions, cultures, and
values (Shepherd, 2019). This can be achieved through ethical attitude awareness and the
reflection of self to others; however tricky at most, teachers must first receive training before
delivering a curriculum specific to ethics, morals, and values (Biesta & Hannam, 2020; Shepard,
2019). As educators become trained in using a worldview cultural curriculum, they can provide
students the knowledge and understanding of how various cultures can inform their learning
about how to live and what choices to make (Lee, 2020).
The 2017–2021 Religion and Society Study Design states the beliefs, practices,
principles, and codes of religions and cultures provide ways in which individuals can answer
questions about the meaning and purpose of life (Jackson, 2016). A current European worldview
religions curriculum titled VCE Religion and Society allows students to undertake a general
study of religion and its interaction with society in the past and present. This study respects and
encourages an open and objective inquiry without partiality toward any religion (Jackson, 2018).
The educational schoolwork promotes worldview religious learning in many European schools
and addresses cultural awareness and diversity experienced in the U.S. public education system
(Biesta & Hannam, 2020; Jackson, 2018). The study of cultural awareness education can
motivate students by stimulating interest and enjoyment, enhancing subject content knowledge,
experiencing the use of methodologies, and developing relevant disciplinary attitudes and values
(Christopher et al., 2014; Freathy & John, 2019). These values include open-mindedness,
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empathy, and rigor in exploring theological, historical, textual, philosophical, and
socio/physiological cultural awareness and worldviews (Freathy & John, 2019). This
understanding of cultural diversity is viewed as an element of democratic citizenship and human
rights education (Jackson, 2016).
“The work of educators is that of trying to alert students to the world that may be calling
them … leading away from oneself, towards the world” (Biesta & Hannam, 2020, p. 17). The
capacity for developing a sense of morals and the values of others is best described as we
interpret school activities regarding the more extensive social movements. Only as we analyze
school activities regarding the more comprehensive social movements do we find any standard
for judging their moral significance (Dewey, 1909). Dewey further discussed the importance of
students' character education through all subjects and the continuous need for teachers to receive
initial and constant preparation to understand better and educate students. Teachers should
remain a neutral influence on their students; they should not want to determine their thoughts,
feelings, or actions fully, and instead, educators must direct students to allow them to grow
(Biesta & Hannam, 2020).
Teacher Implementation of Cultural Awareness
Students and teachers struggle to discuss controversial issues presented by cultural
awareness education because they are too difficult to teach (Elkader, 2015). As a result, our
educational goals become ill-equipped to serve societal ends (Marshall, 2010). The false
presumptions surrounding the separation of church and state can be found in Amendment I to the
U.S. Constitution. The U.S. Constitution supports cultural and religious education by stating that
teachers may teach religious holidays as part of an educational program that focuses on
ministerial staff. Teaching about the historical, contemporary, and cultural aspects of holidays of
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various world religions must occur to further a real educational purpose and should be presented
objectively, without advancing or inhibiting the staff of religious or non-religious practice.
Similarly, Heilbronn (2017) valued learning as the ability to engage in dialogue with people
whose ethics are different from one’s own is central to the democratic process. An education
system that fosters understanding and values of varying principles and beliefs is essential for
protecting and strengthening human rights (Heilbronn, 2017; Kuusisto & Gearon, 2019).
Summary
As the U.S. population grows with diverse cultures, religions, and ethnicities, students
must learn ways to understand and utilize these differences to comprehend the world in which
they live (Cotman et al., 2020; Heilbronn, 2017). Children must learn how to deal with an everchanging society, from emotional to moral needs to add improvements and accept the change
(Cotman et al., 2020; Hwang, 2019). A cultural awareness curriculum exposes students to
perspectives and ways of life that differ from their own, allowing for mutual trust and
strengthening the ability to build empathy for others (Cotman et al., 2020; Moyaert, 2018).
Students are currently educated based on math, science, English, and language arts curriculum
academics. Still, they are not equipped or taught the fundamental character traits to manage and
understand differences (Biesta & Hannam 2020). With the inability to voice their concerns,
students may become frustrated in communicating their feelings and emotions related to their
religion, culture, and beliefs (Lu & Wan, 2018; Walton et al., 2016). In the absence of help from
schools, they become confused with many issues that affect their home and society (HaynesMendez & Engelsmeier, 2020; Heilbronn, 2017). Cultural awareness curriculum implementation
must consider teacher certification and higher education establishments’ necessity to investigate
curriculum changes at the college level to support and train teachers of diverse populations
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(Deery, 2019). Higher education must provide future educators with the tools to teach and learn
from cultural awareness and implement difficult conversations within a secular society of
children (Deery. 2019; Janak, 2017). Students become equally affected by a lack of a cultural
awareness education curriculum that promotes moral and character learning by studying
differences in others' history, cultures, and religions (Biesta & Hannam, 2020; Janak, 2017).
Students are emotionally and morally obligated to understand others to become productive
citizens and implement 21st-century skills (Janak, 2017). Education possesses a transforming
potential to expose students to the views of others while providing ways to learn tolerance,
acceptance, and empathy for a diverse society of both children and adults (Moyaert, 2018).
Standard learning curricula and practices can be expanded, separated, and changed to address the
worries and premiums of cultural awareness education (Janak, 2017).
Upon reviewing the literature, this study is a necessary tool to provide academia with a
means of implementing new ideas for increasing morale and character education through cultural
awareness. In addition, this body of work supplied educational professionals with updated
theories on the importance of cultural awareness education to better support moral and character
development in education.
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CHAPTER THREE: METHODS
Overview
Public education should offer students a neutral environment to address learning in all
areas, including diverse religions and worldviews (Marshall, 2010). Education must allow
students to think independently, respect racial and cultural differences in views and backgrounds,
and create a new era of students who can appreciate and see value in differences (Biesta &
Hannam, 2020). Education’s primary concern should be to embrace the diversities of society and
provide students with the knowledge and social skills required to appreciate and respect cultural
awareness and differences (Elkader, 2015). This qualitative instrumental case study explored
teachers’ perceptions of a cultural awareness curriculum and its implication on the whole child
and character development. This study aimed to identify teachers' perceptions of specific content
standards addressed in a cultural awareness curriculum to support student learning of empathy,
morals, and character development at the elementary level. For this study, a group of elementary
teachers, guidance counselors, and school support personnel were interviewed to offer opinions
and insights based on experience, knowledge, and understanding of both elementary curricula,
including cultures, and the developmental needs of those students they serve. The chapter
discusses the research design, setting, participants, and procedures. This chapter also includes the
role of the researcher, data collection, data analysis, trustworthiness, and ethical considerations,
with the conclusion in summary.
Research Design
This research applied a qualitative instrumental case study design to focus on the
opinions and experiences of teachers in inquiry to the study of a cultural awareness curriculum in
the development of the whole child. This approach is valid for the research study because it
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examines multiple individuals’ opinions and experiences with the current curriculum of cultural
content and educational expectations of the student’s character growth. Furthermore,
implementing a cultural awareness curriculum is a significant obstacle to contemporary public
education and interest to educational policymakers and stakeholders. Therefore, this case study's
significance was evident regarding national education policy and practical terms of public
education and whole child development.
The study of a cultural awareness curriculum and elementary character development
began with a need to understand a real-world case and identify contextual educational conditions
(Biesta & Hannam, 2020). Due to the social complexity of education, a case study design
allowed the researcher to develop propositions that recognize the phenomenon and context that
are not precisely distinguishable in real-world situations. This instrumental case study design
was selected as a revelatory case to reflect a current real-world educational position that social
scientists have not been able to study in the past (Yin, 2018). This research is a qualitative
approach utilizing in-depth data collection from many sources, including observation, interviews,
audiovisual documentation, curriculum standards, and reports. The case study method selected
for this research was used to present participants with current curriculum standards and
expectations for reviewing connections and opinions related to cultural awareness and character
development in elementary-age students. This study used an instrumental case study design to
uncover current teachers’ perceptions of the cultural curriculum in students’ character
development. This selected instrumental case study approach was arduous due to the essential
fieldwork experience, open-ended interviews, and observation for effective collaboration with
the participants to collect valuable data and analysis (Creswell & Poth, 2018). The study of
teachers’ perceptions of a cultural awareness curriculum connected to student character
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development aligned with the need to understand complex social phenomena and focus on an indepth holistic, real-world perspective. The selection of an instrumental case study also reflected
differences in public teachers' beliefs and provided the possibility of replication across other
contexts to gain discovery and theory development. This allowed examining the evidence from
different perspectives and helped support a definitive case study (Yin, 2018).
According to Yin (2018), after selecting the topic of study and conducting a thorough
literature review, a case study design can offer a researcher additional evidence, including direct
observation of the events being studied and interviews of the persons who are still involved with
those events. This design selection offered a complete variety of evidence to support the study
without compromising documents, artifacts, interviews, direct observations, and participant
observation. As education falls under the category of a social science discipline and a practicing
profession, a case study design provided the required components to conduct reliable research on
the topic of study.
Research Questions
The following research questions identified connections between a cultural awareness
curriculum and whole child development in a current public elementary school setting. They
were designed to gain perspectives from various educators who had prior knowledge and
experience in education and had witnessed a change in educational policy over time. They aimed
to guide the direction of the study and design of the methods section and to narrow the focus on
cultural content in the education of elementary students.
Central Research Question
How can elementary teachers' perceptions of cultural awareness help integrate content
throughout the educational curriculum?
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Sub-Question One
How do elementary teachers foster interest in cultural diversity?
Sub-Question Two
How do elementary teachers associate the existing elementary curriculum and cultural
awareness?
Sub-Question Three
How can cultural awareness be applied to the everyday practices of the elementary
classroom?
Setting and Participants
For this qualitative case study research, the site is Forest Elementary, a pseudonym
located in a rural area outside a large city. Forest Elementary serves the largest elementary
population of students in the county and consists of a diverse population of 1,142 students. This
setting was selected due to its convenience, access, and geographic proximity (Yin, 2018). In the
heart of a small town, neighboring factories, plants, and manufacturing institutions offer a
diverse worldwide make-up of families and students.
Site
Forest Elementary is a public school serving students from grade four years old
kindergarten through fifth grade. With a total population of 1,142 for the 2021–2022 school year,
543 students are male, and 599 are female. The cultural student make-up of the school included
56 American Indian, 103 Asian, 205 African American, two Pacific Islander, 228 Hispanic, 403
Caucasian, and 47 multiple race identified students. This site has also been awarded numerous
honors and acknowledgments, including maintaining a Gold/Gold report card rating, a LIM
Lighthouse School, a South Carolina Palmetto’s Finest Award, and a National Recognized
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American School Counseling Model Program Award. The site is well organized with multiple
administrators, more than 80 teachers, support staff and aides, friendly office staff, and custodial
and cafeteria staff. Knowledge of student achievement, involvement in school activities, and
parent interest also provided insight into the selected research design and approach. A wide
variety of religions and cultures are consistently represented in the student population of Forest
Elementary, and a vast number of programs and activities are provided annually to support the
student population. These activities and programs included the development of students’
cultures, interests, and academics through Beta Club, Good News Club, art enrichment,
technology, STEM programs, and teacher-developed Covey Clubs. The variety of cultures in the
student population, paired with after-school activities and programs, allowed me to select
participants from Forest Elementary school staff, which was convenient for me and the study.
Participants
This research applied purposeful sampling to select the sample size of 10–18 school
employees, including teachers, guidance counselors, support staff, and administrators from the
sample pool of Forest Elementary school. Ultimately, saturation was the goal of the final sample
size of teachers and staffing; saturation indicates that adequate data has been collected for a
detailed analysis (Yin, 2018). Convenience-based sampling was also used as participants are
employed at the same site as me. Because 67% of the teachers at Forest Elementary have
advanced degrees and 8 are National Board-certified, using a two-phased screening procedure
that collects quantitative data about the entire pool assisted in ensuring a high-quality, diverse
sample. A purposeful sample of teachers included several categories, including years taught,
experience or knowledge of cultural awareness, and grade levels taught during their professional
employment in education. Participants consisted of current employees of Forest Elementary and
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varied in how they interacted and supported the student population. This research study focused
on first through fifth-grade teachers and included a guidance counselor, support teachers, and
administrator. To gain a well-rounded understanding of students' development over time,
additional support staff were selected to provide perceptions of character growth ranging from
first through fifth grade. The guidance counselor provided moral and character development
details while explaining the teaching curriculum about others through cultural awareness
education. Support staff and the school administrator delivered perceptions of varying education
positions and relationships between students and grade levels. Teachers are the frontline of
cultural teaching and the study of equitable worldviews of history and education (Marshall,
2010). By implementing cultural awareness education, teachers can educate majorities and
minorities of students with equal customs to conform to social norms.
Researcher Positionality
My interest in this study is directly the result of teaching art education to a diverse
population of students in various parts of the country for more than eleven years. Art education
offers students the ability to use multiple materials and processes to express themselves and
represent their understanding and application of history and cultures taught. By studying the
artifacts cultures leave behind, students gain sympathetic and thoughtful perceptions of others to
combine past representations with their current modes of thought. Art education has been my
passion because it allows exposure to diverse people, times, and historical locations. Students
gain insights into history in efforts to solve current problems and create expressive art for the
future. Art is a visual language that provides students with interpretive understanding and
expression. It can break down verbal and cultural barriers as diverse students create expressive
forms of art identified from multiple cultures, times, and places.
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My personal experience of art education began in my high school art room. I was
privileged enough to be taught by a teacher who embraced differences and allowed culture and
diversity to affect art production positively. By encouraging students to study art history and the
content delivered, students experienced limitless opportunities to express themselves through the
study and appreciation of others. I was unaware at the time, but in hindsight revealed that the art
room would become some of my most memorable and influential memories of my high school
experience. This involvement and guidance of my high school teacher led me to pursue a career
in art education and provided a state of cultural appreciation through the visual arts.
During my degree completion, I chose to obtain a Bachelor of Art Education and
Bachelor of Fine Arts degrees with a minor in psychology to educate myself on the different
stages of children’s and adults’ visual arts and psychological development. As a result of my
studies, I felt prepared to teach students of primary and secondary academic levels the love and
appreciation of art through various mediums and historical events. My first teaching experience
brought firsthand knowledge of a low-socioeconomic population of students and families. This
population grew from the exposure and involvement of an art education curriculum and reflected
the possibilities of creating art based on various histories and cultures. For the past 12 years, I
have been teaching art to a new population of students comprised of more than eighty
nationalities, cultures, and religions. Although the school makeup varies from my first teaching
experience, the results are similar. Students need to develop an understanding and appreciation
of others to familiarize themselves with the world they live. By exposing them to parts of history,
including cultures and religions, students can communicate, appreciate, and empathize with
others and their differences.
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Interpretive Framework
A social constructivist worldview guided this study as I am an individual who is seeking
to understand the world in which I live and function (Creswell & Poth, 2018). This worldview
influenced my pursuit of an understanding of cultural awareness curriculum implementation and
the education of the whole child through the complex participant views in the study. This also
supported direct interaction with participants to gain insight into their educational opinions and
values.
Philosophical Assumptions
For this study, philosophical assumptions, including ontological, axiological, and
epistemological, guided this study. In addition, as a current art teacher practicing in education, I
researched based on my own experiences and view of the value of cultural diversity within the
current elementary education curriculum. Furthermore, participant experiences and values
around cultural awareness and whole child development shaped the narrative and provided
interpretations between me and the participants (Creswell & Poth, 2018).
Ontological Assumption
An ontological assumption refers to reality and is seen through many views (Creswell &
Poth, 2018). As the researcher, I utilized this assumption to report on the varying opinions of
participants and different perspectives as themes develop in the study's findings. Further, as this
study provided evidence of multiple realities, including teachers, administrators, and support
staff, an ontological assumption supported these realities in viewing their experiences differently
and using various forms of evidence in themes of participants' words and quotes.
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Epistemological Assumption
An epistemological assumption allowed the researcher to obtain the views and opinions
of participants by developing close relationships. Subjective evidence was then assembled based
on individual participant views, and knowledge was acquired through personal experiences
(Creswell & Poth, 2018). As an employee of the site for more than 12 years, this experience
offered a collaborative perspective and an insider familiarity with participants of this study.
Axiological Assumption
An axiological assumption allowed admittance of the value-laden nature of the study and
reported personal values and biases related to experience and situational circumstances (Creswell
& Poth, 2018). A Christian worldview guided my axiological assumption of the study, as I relied
on my faith and biblical values to drive all areas of my life. In Psalm 46:10, the Lord reminds us
of His presence in all His people, “Be still, and know that I am God. I will be exalted among the
nations; I will be exalted in the earth” (English Standard Version Bible, 2001). In Revelation
22:2, God says, “through the middle of the city’s street; also, on either side of the river, the tree
of life with its twelve kinds of fruit, yielding its fruit each month. The leaves of the tree were for
the healing of the nations.” I am reminded that the Spirit of the Lord always flows through us,
spilling over at times, so that others might flourish. The country of America was built on
Christian religions to drive the democratic political views in the way of acceptance, empathy,
and support of all others, no matter their faith.
Researcher’s Role
My motivation for this study was shaped by recent content and controversy
communicated through several news broadcasting stations on equal rights, lack of compassion
and empathy for diverse American citizens, and a need for societal change across the U.S. In
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combination with cultural news, a consistent observation of student interaction and lack of
understanding of cultural differences at the elementary level became evident over the past 12
years of my teaching career. During lessons, students displayed difficulty and lacked general
knowledge of expressing their understanding of varying cultures and religions. Their inability to
verbally communicate their knowledge became evident as their artistic ability to express their
thoughts decreased. Elementary education should provide a foundation of learning for students to
use in all areas of their learning and life. However, I have seen an increased educational focus on
standards and testing without supporting the development needs of the whole child. Students felt
uncomfortable discussing diversity when learning about history and cultures in art and
experienced a disconnect in acknowledging these differences as a positive attribute. My decision
to focus on a cultural awareness curriculum in whole child education resulted from witnessing
students’ inability to empathize with classmates and build good moral and character standards.
This study operated under an instrumental case study design with elements of qualitative
research that included interviews with classroom teachers and additional educational employees.
Since my employment, I have built valuable and trustworthy relationships with most of the
teachers and staff. I consistently support their needs as an art teacher by providing supplies,
input, and assistance with classroom projects and environmental improvements. In addition, I
have assisted in relationship building between students and staff and provided insights for
academic and behavioral modification. I conducted interviews with teachers, counselors, support
staff, and administration as the researcher. I represented the most crucial role as the human
instrument in collecting qualitative interview data. I relied on observing, taking notes, talking to
participants, and conducting interviews. Skills required to become an effective non-bias human
instrument include “asking good questions and interpreting them fairly, being a good listener
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who can recognize existing ideologies or preconceptions, and staying adaptive so new situations
can be interpreted as opportunities” (Yin, 2018, p. 82). Maintaining awareness of bias or
assumptions that may unintentionally shape my study was necessary. As an experienced art
teacher, I have seen the importance of the visual arts and the vast abilities history, cultures, and
religions can provide students; these abilities range from knowing the student population and
using specific content based on student backgrounds and fostering an appreciation for others, and
teaching students how to talk about their differences through the arts. Without awareness of my
own bias, these views could influence how I view the data collected from participants and how I
conduct the data analysis. According to Yin, even if the investigator is not purposely biased,
different descriptive interpretations that diverge from researcher bias might not have been
entertained. This was considered to select teachers, support staff, counselors, and administrators
for this study and collection and analysis.
Procedures
Before starting any research, Institutional Review Board (IRB) approval from Liberty
University was sought and approved. Once approval was received (see Appendix A), I contacted
the site’s district office to seek permission and establish availability. During this time, I drafted
an invitation letter to request participants through an email sent by the site administrator (see
Appendix B). Once district permission was granted, participant requests were sent and responses
compiled to follow purposeful sampling procedures. I also sought consent to review state and
district-selected cultural awareness curriculum and whole child development in an elementary
public school setting. Once all participant requests were received, I ensured a maximum
variation of perceptions based on the number of years taught, prior cultural awareness courses,
credentials, and personal cultural beliefs. Once interview dates, times, and locations had been
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established, I began preparing for the interviews by printing questionnaire forms, organizing files
to save questionaries’, video recording, and confirming dates, times, and locations with each
participant. This preparation process is vital to the organization of the following focus group, as
multiple participants participated simultaneously in the exact location. All interviews were
conducted at the site location except when individual interview participants requested virtual
consultation. In-person interviews took place in a private classroom or meeting room and 45
minutes to one hour. All individual and focus group interviews were recorded.
Documentation for the study, including the student and teacher population of the site,
community demographics, and state and district elementary curriculum, was gathered and
evaluated to ensure collaboration, augmentation, and corroboration of sources (Yin, 2018). After
all, data collected from multiple sources were transcribed and analyzed. Based on the data from
the interviews, themes were developed and reported, and I provided the study results, including
recommendations and limitations in the following chapters.
Permissions
Upon receiving approval from the Liberty University IRB (see Appendix A), I asked
experts in the field, including committee members and educational professionals, to analyze and
review the interview questions to make appropriate modifications. After I received the expert’s
feedback and applied such to the revisions, the next step was to contact the school district with a
consent letter (see Appendix B) to research with teachers, staff, administrators, and district
personnel. The school’s principal and district-level leaders also granted written permission based
on school zoning (see Appendix C).
Recruitment Plan
Once all appropriate permissions had been received, I began participant recruitment by
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requesting my administrator distribute a mass email to all eligible participants. I purposefully
sampled participants with maximum variation reflected through the number of years taught, prior
cultural awareness courses, and credentials. Participant incentives were used by randomly
selecting four winners of a $20 Target gift card. All focus group participants received a $5
Starbucks gift card for their additional time and consideration of the study. Participants were
selected through a demographic interest survey (see Appendix D) based on the necessary details
to make informed decisions about their participation and content in this study.
Interviews took place after school hours with informed consent from each participant (see
Appendix E). Individual interviews were conducted utilizing a semi-structured, open-ended faceto-face or virtual interview from a neutral location of the participant’s choice. Each interview
lasted approximately 45 minutes to an hour. The discussion was audio-recorded, transcribed for
analysis, and coded to generate themes. These interviews occurred with 11 classroom teachers,
five support staff members or related arts staff, one guidance counselor, and one administrator. A
focus group was then formed based on the initial interview coding, using the participants with
the potential to contribute the most to the study. This focus group provided further insight into
cultural awareness as varying grade levels, support staff members, guidance counselors, and an
administrator were grouped and asked to respond to additional prompts. To saturate the study, I
collected various documents, including lesson plans, unit plans, and curriculum, to conduct a
thorough document analysis. Combining individual interviews, focus group interviews,
researcher journals, and document analysis provided the data needed for triangulation.
Data Collection Plan
As the researcher, I conducted a qualitative instrumental case study to explore teacher
perceptions of a cultural awareness curriculum for character development education. Teacher

75
interviews provided personal opinions and experiences of a cultural awareness curriculum and its
impact on students' moral and character education. The methods for data collection that were
used in this study include semi-structured open-ended interview questions, a focus group
interview, and documentation. A casual semi-structured interview process allowed open dialogue
between me and participants and provided honest feedback based on current perceptions of
cultural awareness in elementary education. The focus group interview enabled a group of
teachers who teach the same subject and or grade level the ability to interview, reflect and
discuss content in a semi-structured setting with additional non-classroom teacher colleagues
present. This focus group aimed to create a professional environment of mutual respect while
delivering multiple views on content questions. This research relied on reliable collaboration
with school personnel to collect valid interviews and identify relevant terms related to the data
needed for the study. This research focused on teachers, support staff, and administrators’
experiences with cultural awareness that influenced elementary students’ morals and character
education. I collected data based on initial interviews with twelve cooperating elementary
classroom educators of various grades, beginning with participant interviews. Individual
interviews included non-classroom teachers, related arts staff, a guidance counselor, and an
administrator. Based on individual responses, focus groups were formed with a representation of
all participant types, including classroom and non-classroom teachers, including a guidance
counselor, support staff, and an administrator. The interviews and the focus group discovered
what qualities of the elementary education curriculum lack in developing students' character and
cultural awareness. The focus group provided insight based on relationships between school staff
who do not teach academics. Finally, document analysis analyzed teacher perceptions and
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descriptions of current curriculum standards, national and state curricula on cultural awareness
education and school transcripts, and educational district policy and data.
Individual Interviews Data Collection Approach
Twelve classroom teachers were purposefully sampled to participate in the interview
portion of this qualitative instrumental case study research study. This study method was selected
as the researcher attempted to understand the world from the subjects’ point of view, unfold the
meaning of their experience, and uncover their lived world (Creswell & Poth, 2018). Interviews
were face-to-face; however, virtual interviews were also considered to create comfort and
convenience for participants if needed. Participant interviews were conducted in an open-ended
design to “generate in-depth information, which may lead to the reconceptualization of the issues
under study” (Creswell & Poth, 2018, p. 67). The interview questions focus on the research
questions on teachers’ perceptions of a cultural awareness curriculum and the whole child's
development. The interview process allowed participants to answer open-ended questions and
did not require a structured setup. All interviews were recorded in audio form. The interviews
were transcribed for data analysis and assessment purposes. The discussion began with questions
about the personal attributes of the participant’s culture and teacher philosophy. Then, they
moved towards addressing the concern of the education of the whole child and a cultural
awareness curriculum.
Individual Interview Questions
1. Please introduce yourself to me as if we just met one another. CRQ
2. Please walk me through your definition of cultural awareness. CRQ
3. What experiences have you had in your teaching and learning career based on a cultural
awareness curriculum? CRQ
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4. What made those experiences significant? SQ1
5. How does your cultural identification impact what you teach and why? SQ1
6. Describe your cultural worldview and how you came to identify with it. CRQ
7. What aspects of character education are evident in your cultural worldview? CRQ
8. What is your experience with a cultural education curriculum at an elementary level?
SQ2
9. What is your prior experience with a cultural curriculum in education? SQ1
10. What content and skills do you feel were most significantly taught in a cultural awareness
curriculum? SQ1
11. What is your current knowledge of your classroom student’s cultures and religions? SQ2
12. How do you incorporate their identified cultures and faiths into your classroom
curriculum? SQ2
13. How do you feel you create opportunities for other students to learn about different
cultures and religions in your classroom environment? SQ3
14. What information do you teach your students regarding a cultural awareness curriculum
to address current standards, content areas, and classwork presented in your curriculum?
SQ3
15. What aspects of your teaching curriculum support and teach morals, ethics, and empathy
through character education? SQ3
16. What pieces of educating the whole child is education currently missing? SQ2
17. How would you suggest better teaching diversity, cultures, worldviews, and differences
at the elementary level? SQ3
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18. What is your current understanding of the government policy separation of church and
state? CRQ
19. I want to ask you a question that will prompt you to put everything together. What
aspects of a cultural awareness education curriculum would you want your children to
learn? SQ3
20. This next question is unique in that it will invite you to look ahead. How do you expect
your culture/character development to change throughout future teaching? SQ3
21. We’ve covered a lot of ground in our conversation, and I so appreciate the time you’ve
given to this. One final question: What else do you think would be vital for me to know
about developing a cultural awareness curriculum in character development education?
SQ1
Questions 1 through 4 are knowledge questions intended to be relatively straightforward
and non-threatening and ideally help build rapport between the participant and me (Patton,
2015). The questions were adjusted as necessary for each participant based on the data included
in each timeline. Questions 5 through 7n aimed to acknowledge participants' worldviews and
personal cultural identification. They sought to provide participants with a reflective lens of their
culture in their educational profession. Both learners and teachers experience moral and
character development gaps through the lack of courses, curricula, and professional development
that expands past academic areas of education (Saleh, 2020). Dewey’s (1939) social theories in
education support cultural practices and multicultural learning to develop compassion,
understanding, and empathy for humans. Question 7 asked participants to acknowledge character
attributes that are evident in the preparation of their culture and how those attributes might
overlap in how they educate students.
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Questions 8 through 10 asked participants to discuss their overall knowledge of the
implications of a cultural awareness curriculum and any experience they may have with this
specific curriculum. Moral understanding implies an ethical attitude of purposeful intentions of
considering oneself and the relationship with others. It becomes the fundamental role of public
education to form an accepted and perceptive identity of associated living for societal gain
(Sutinen et al., 2015). An elementary cultural awareness curriculum can provide students with
the knowledge and understanding to help manage life intelligently and apply practical
capabilities to develop a sense of community in the diverse environment of schools and districts
(Pring, 2013). Each question built upon the next from stating prior experience such as college
coursework to previous teaching experience in different states or at varying levels of education.
Finally, participants were asked about their experience implementing cultural awareness
education at the elementary level.
Questions 11 through 14 addressed participants’ knowledge of students’ cultures,
diversity, and backgrounds. Knowing your students can often be the first step in developing an
appropriate curriculum that both challenges and acknowledges the differences of the students it
serves. The study of diversity adds a moral dimension for students to make sense of their own
life and the lives of others (Pring, 2013). It can recognize character traits worth implementing in
activities students participate in and offer positive solutions to create success in complex and
diverse situations (Pring, 2013; Sutinen et al., 2015).
Questions 15 through 17 discussed participants’ knowledge of whole child education and
identified the various elements of teaching morals, empathy, and character. Culture as a social
force can focus and coordinate the human effort, nurture war and peace, and unify social and
behavioral groups (McCullough & Willoughby, 2009). Psychologically, it fosters and influences
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the outcomes of individual human lives. Emotional abilities such as self-control and behavior
management can be positively attributed to the study and exposure of cultures, beliefs, and
worldviews (Biesta & Hannam, 2020). Finally, participants were asked to describe the current
curriculum they teach in developing aspects of the whole child and a missing curriculum.
Question 18 served to identify participants’ current understanding of the first amendment
in the education of students. Students' religious and cultural rights have since long been protected
by the Amendment I to the U.S. Constitution and religious accommodations set forth for public
school staff. Under these government-mandated laws, students may express religious beliefs at
school, in homework, and throughout school assignments, pray or study religious materials
during recess, lunch, and other non-instructional time, and pray or discuss religion with other
students during the school day in the same way that students can engage in different
conversations with students as long as it is not disruptive and does not infringe on the rights of
other students and staff.
Questions 19 through 21 allowed participants to apply the interview to their thoughts and
opinions of a cultural awareness curriculum in their children's educational whole child
development (if applicable) and how education can improve their current curriculum design and
student support. Cultural education allows students sympathetic views of perceiving their world
and the diverse people they interact. Meaningful and challenging conversations about cultural
diversity occur through a well-structured, content, intentional cultural curriculum (Drew et al.,
2019). Biesta and Hannam (2020) discussed the significance of well-structured teacher-led
controversial conversations in the classroom:
When well-managed discussions take place on controversial issues in the religious,
cultural, and diverse education classroom, students can engage in discussions that respect

81
competing views, which supports the development of the dispositions needed for social
cohesion. (p. 21)
Individual Interview Data Analysis Plan
The data and information gained from the interviews were coded based on the frequency
of relevant terms found in participant responses. The use of pattern matching logic can compare
an empirically based pattern based on the findings from the study with a predicted research
question (Yin, 2018). Terms looked for included empathy, morals, values, character, diversity,
and cultural-related words. Categorizing and coding the data based on a pattern-match on
keywords allowed the researcher to understand what occurred based on experiences, generate
themes and theoretical concepts, and organize and retrieve data to test and support these general
ideas (Creswell & Poth, 2018). The process of recording responses, transcribing, pattern
matching, and coding based on the types of words and the frequency led to saturation of
participant responses for the study. Bracketing was utilized to separate their exposures to the
most significant degree to present the participants’ perspectives. The use of bracketing focused
on the specific cases explored as I outlined bias and thoroughly explained any perceptions to
negate prejudice.
Focus Groups Data Collection Approach
A focus group interview was selected to support interactive communication among
school-wide support staff. A focus group was conducted with support staff, a school counselor,
an administrator, and two classroom teachers. These participants played interactive roles among
the school staff and worked with students outside of content standards and state-mandated
academic curriculum. They handled additional activities, curriculum, and behavior interventions
based on students’ abilities, needs, IEPs, and 504 plans. Approximately one hour was required to
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complete the focus group interview. The purpose of the focus group was to draw upon multiple
respondents’ attitudes, feelings, beliefs, experiences, and reactions in a way that other methods
were not applicable. The focus group allowed me to observe and interview multiple participants
simultaneously to understand various viewpoints in a shorter time. Another observation element
is the participant makeup of these focus groups and how participants might influence others in
their opinions and responses to topic areas (Yin, 2018). As Patton (2015) discussed, focus groups
allow a researcher to confirm and expand on patterns and themes revealed in the initial data
analysis. This means these focus group questions evolved from interviews and documentation
data analysis. However, a few foundational questions are included below.
Focus Group Questions
1. What do you feel public education can provide for the whole child’s development? SQ2
2. How can teachers support students’ diverse needs and cultures in their classrooms and
school-wide? SQ3
3. How can support staff and guidance counselors assist students' diverse needs and cultures
in their classroom and school-wide? SQ3
4. How can administrators support students’ diverse needs and cultures in their classrooms
and school-wide? SQ3
5. What skills do students require to understand differences and apply character traits such
as empathy, morals, and values? SQ3
6. What are your personal opinions on cultural awareness education? SQ1
7. How does your opinion affect your current understanding of this applied curriculum at
the elementary level? SQ1
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Questions 1 through 7 identified the crucial characteristics of whole child education from
the classroom and non-classroom participants. Emotional learning enables students to step into
another person’s shoes and see the world through their eyes (Drew et al., 2019). People in these
support staff positions made connections and created relationships with students outside of the
general education classroom to provide additional individual support that the classroom teacher
can offer. Nonacademic teachers and staff gained opportunities to support students outside of
their academic abilities to showcase students' inner genius.
Question 4 also aimed to discover the experience of a worldview religious curriculum
from varying personnel at the elementary level. Understanding that support staff, administrators,
and guidance counselor education varies in content and curriculum, insights on experience and
knowledge of a worldview religious curriculum and its potential impact on elementary
education. Education is to provide students with character development through all the agencies,
instrumentalities, and materials of school life (Dewey, 1909). Therefore, teaching is influenced
by the emotional needs and physical demands placed by the maintenance and advancement of the
welfare of society (Race, 2017).
Focus Group Data Analysis Plan
I used field notes to analyze meaningful statements throughout the study to categorize
common themes from interviews, focus groups, and documents. This instrumental case study
provided data collection as “a composite description of the essence of the experience for all
individuals” (Creswell & Poth, 2018, p. 162). I used audio and video computer software to
record the focus group interview and interactions. After the interview was concluded, I saved the
audio and video under encrypted password-protected files. I used transcription software to
transcribe the interview, and I added timestamps and proofed the transcript before beginning the
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coding process. Like the individual interviews, the data and information gained from the
interviews were open-coded based on the frequency of relevant terms found in participant
responses. Words to look for included but were not limited to representations that reflected
empathy, morals, values, character, diversity, and cultures. Categorizing and open-coding the
data based on a pattern-match on keywords allowed the researcher to understand what occurred
based on experiences, generate themes and theoretical concepts, and organize and retrieve data to
test and support these general ideas. Pattern matching was used to assess participant answers and
guide analysis. By utilizing small focus groups of varying educator positions, a case study design
assisted in clarifying boundaries between a cultural awareness curriculum and character
education of elementary-age students.
Document Analysis Data Collection Approach
A convergence of evidence, including documents, archival records, open-ended
interviews, direct and participant observations, structured interviews, and survey and focus
discussions, assisted in the analysis of this study (Yin, 2018). This convergence process can
support data triangulation or data collection from multiple sources to corroborate the same
finding. For example, collecting the current cultural awareness educational curriculum, teacher
lesson plans, and state curriculum provided evidence of a lack of content and training for
teachers and students. This data source answered research questions one and two by showing a
deficiency in a cultural curriculum, limiting the knowledge of its effects on whole child
development and teaching about cultural awareness. In addition, school documents such as
student demographics, state-mandated curriculum review for cultural awareness, grade-level
standards for guidance services, and reports to the community and student population were
accessed and reviewed as forms of data collection. These data sources concluded the diverse
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demographics of students who attend the site's elementary school and present data to answer
research question three, identifying teachers’ perceptions of the need to teach about religions,
cultures, and diversity. Creswell and Poth (2018) referred to six forms of case study data
collection: documents, archival records, interviews, direct observation, participant observation,
and physical artifacts. This combination of papers, archival records, and physical artifacts
established the current content and curriculum foundations of study to the current site. These
documents were also referenced in the participant interviews and used as a talking point for what
was described as teachers’ method of curriculum and character education.
Document Analysis Data Analysis Plan
All the relevant terms from interviews, documents, and the focus group interview were
assessed to reveal the participants' experience to understand the background for label or
elimination (Creswell & Poth, 2018). Each of these categories helped determine the issues
related to cultural awareness education at the elementary level and advanced holistic moral and
character education. I transcribed the documents and wrote memos so I could code for themes.
Pattern matching for rival explanations was completed when observed by explaining participant
titles, such as different perspectives presented by a classroom teacher versus an administrator, as
the actual reason for the effects (Yin, 2018). In conjunction with pattern matching, time-series
analysis allowed only a single relevant measure, a cultural awareness curriculum that must be
tracked over time. Various sources helped strengthen and shape the study’s findings (Creswell &
Poth, 2018): interviews, focus groups, and documentation appropriate for the research.
Data Synthesis
Creswell and Poth (2018) suggested that open coding requires data cataloging generated
from the transcribed interviews and then narrowing the categories into significant themes based
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on relevant terms and frequency. Once the initial codes were developed through the previous
data analysis steps of interviews, focus groups, and documentation, it was necessary to focus on
coding to condense the data through a compilation of preliminary coding into more significant
classifications of varying codes. A final analytic technique was explanation building, which
offered the data to be assessed by building an explanation of the case (Yin, 2018). This can
become a tedious task as the researcher creates a precise and thorough narrative but can be
challenging to measure. The results revealed aspects of how a cultural awareness curriculum can
positively affect the character development of elementary students in public education.
Trustworthiness
Lincoln and Guba (1985) responded to criticism from positivists about a perceived lack
of rigor, reliability, and objectivity by conceptualizing parallel terms for these characteristics of
qualitative research precisely credibility, transferability, dependability, and confirmability. I
thought it necessary to show accurate and fair data presentation throughout the collection and
analyzing process for establishing trustworthiness as the most precise way to ensure validity for
this study (Creswell & Poth, 2018). Therefore, I used various data collection and analysis
validation to increase the trustworthiness in this instrumental case study. These methods include
triangulation by coding individual participant responses, focus group questions, document
analysis, and memoing.
Credibility
Credibility refers to how the study’s findings accurately describe reality, at least
according to participants' perceptions, as an approximation of the truth of the phenomenon in
question (Lincoln & Guba, 1985). The approaches applied to this study include participant and
focus group interviews, document analysis, and utilizing related case study documents. The
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techniques used to establish the credibility of this study include a prolonged engagement with
participants at the site, triangulation, peer debriefing, and member checking of participants'
interview responses. Triangulation was achieved through three data sources: individual
interviews of classroom and non-classroom teachers, a focus group, and documentation. Peer
debriefing allowed me to discuss emergent findings with colleagues to ensure my analysis was
grounded in the data collected (Marshall & Rossman, 2015). Finally, member checking was
accomplished in two ways. First, it was completed by providing participants with a copy of their
transcript to review for accuracy. Second, I gave a copy of the main themes derived from the
participant’s interview that can also be checked for accuracy (Lincoln & Guba, 1985). In
addition to providing a complex picture of interview experiences, descriptions, and associated
responses, the reviewed literature also increased the creditability of this research study.
Transferability
Transferability shows that the findings may have applicability in other contexts (Lincoln
& Guba, 1985), primarily achieved through thick descriptions when describing research findings
(Geertz, 208). I selected participants employed at Forest Elementary school, located in the
Upstate of a large school district. I deemed the transferability to the demographic population
favorable and just in representing a diverse population of students and a highly qualified group
of educators, support staff, and administrator. The descriptions I used to describe teachers'
experiences at one elementary school showed what aspects of cultural awareness are present in
the elementary curriculum. Finally, I presented a detailed, thick description of the information to
encourage readers to apply similar knowledge to other research settings and evaluate applicable
transference (Creswell & Poth, 2018). This description included the findings and context of all
aspects of the study and gave a detailed account of the site and its participants.
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Dependability
Dependability and confirmability can be disclosed through extensive narratives, and a
reflective journal maintained throughout the study, data collection, and analysis (Yin, 2018).
Dependability shows that the findings are consistent and could be repeated (Lincoln & Guba,
1985). Descriptions of my procedures, particularly the adaptation of the study once I discovered
the significance of the success influencer, were comprehensive enough that this study could be
replicated. Descriptions of the method I developed to undertake this study are straightforward
and supported by the literature and could be reproduced for any population. I also compiled an
audit trail of the research process throughout the study. Memoing my thoughts as I determine
codes, themes, and findings provided insight into the data analysis process and helped increase
dependability (Creswell & Poth, 2018).
Confirmability
Confirmability is a degree of neutrality or the extent to which the respondents shape the
findings of a study and not researcher bias, motivation, or interest (Lincoln & Guba, 1985).
Before conducting interviews, I sought highly qualified colleagues for peer debriefing and
question analysis. This process and procedure helped pose problems for the study and review the
research participants’ discussions and questions to confirm the honesty of the school staff and
teacher perceptions (Creswell & Poth, 2018). The participants had the opportunity to review their
interview transcript for accuracy and add additional information to submit accurate and honest
opinions free from bias.
Ethical Considerations
I used a bracketing strategy to differentiate the personal experience from the participants’
when addressing bias. The bracketing of individual experience will allow participants to be at the
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forefront of information for transparency (Creswell & Poth, 2018; see Appendix F). I sought
approval from IRB to help migrate potential harmful implications for participants, and all
participants will be treated respectfully and professionally. I provided informed consent for each
participant and allowed information on the option to opt-out from the study at any given time for
any apparent reason. Respect was shown to the participants’ culture, religion, gender, and other
necessary qualifications. I used pseudonyms for the school and demographic information utilized
in the study in a non-identifiable manner to protect the participants’ anonymity. I also used a
password-protected computer and scanned all hard paper copies to store and save them to
password-protected files.
Summary
This chapter discussed the aim of an instrumental case study to explore teachers’
perceptions of a cultural awareness curriculum and its implications on the whole child and
character development. The interview questions were designed to gain insight into teachers’
current descriptions of state-mandated curricula and the contents of a cultural awareness
curriculum in elementary education. In addition, support staff and administrators were included
as a focus group to provide descriptions of whole child development and education, aiming to
identify elements of character, moral and empathy education outside of the classroom context.
The site for this study was a large elementary school located in the upstate of a large school
district. With a population of more than 1,000 elementary-age students of more than 35
nationalities, students’ diversity and cultural understanding were at the forefront of this study.
The research design, participants, and procedures were discussed in this chapter. The role of the
researcher, data collection, analysis, research trustworthiness, and ethical considerations have all
been addressed.
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CHAPTER FOUR: FINDINGS
Overview
Chapter four provides the study’s findings and themes that resulted from the analysis of
the perceptions of 18 teacher participants. There were 11 classroom teachers, six support staff,
and one administrator. The participant interviews and data gathered assisted in accomplishing the
overall purpose of this qualitative case study, which was to describe and uncover elementary
teachers’ perceptions of cultural awareness content integration throughout the elementary
education curriculum. This study took place at a large public elementary school located in the
southern region of the U.S. This chapter discusses comprehensive information about each
participant, using pseudonyms to support the ethical consideration of confidentiality that added
to the study’s collected data. Chapter four begins with an overview describing the content, a
portrayal of the study’s participants, and an all-inclusive data analysis section identifying
common themes and sub-themes that answer the research questions.
Participants
This case study included 18 certified teachers and staff members who all taught within
the public-school district of Forest Glenn County School District (see Table 1). Eleven classroom
teachers, three related arts teachers, two LDR and ESOL resource teachers, a guidance
counselor, and an administrator participated in this study. The participants taught for an average
of 19, with five teachers of varying views assembled to create the focus group. All 18
participants were asked the individual interview questions, which were recorded and transcribed
using Google Meet, Google Transcribe, and Google Recording. Personal participant interviews,
focus group interviews, and journaling were used to triangulate the data collected. The
participants could also add any additional perceptions on the case study topic as they saw fit; this
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opportunity was provided in question 21 of the individual interview questions. Each participant
volunteered freely. However, compensation was given to all participating teachers, support staff,
and administrators through a raffle.
Table 1
Teacher Participants

Teacher

Ethnicity

Highest
Degree

Years
Taught

Position

Age Range

Alex*

White

Ed. S

17

Guidance Counselor

45-50

Alice

White

Masters

29

1st Grade Teacher

50-55

Betsy

White

Masters

16

Pre-K Teacher

35-40

Carol

White

Ed. D.

23

5th Grade Teacher

55-60

Connie

White

Ed. S

8

LDR Resource Teacher

45-50

Danielle

White

Ed. S

19

4th-grade Teacher

50-55

Debbie*

White

Masters

13

Pre-K Teacher

35-40

Dot

White

Masters

25

ESOL Resource Teacher

40-45

Helen*

White

Masters

10

4th Grade Teacher

30-35

Kat

White

Masters

17

Music Teacher

40-45

Lara

White

Masters

28

3rd Grade Teacher

55-60

Larry

White

Masters

23

Music Teacher

45-50

Lucy

Black

Masters

27

5th Grade Teacher

45-50

Pam

White

Masters

20

2nd Grade Teacher

40-45

Pat

White

Masters

36

1st Grade Teacher

55-60

Rob

Latino

Bachelors

15

Physical Education Teacher

45-50

Sally*

Black

Masters

19

Administrator

45-50

Sarah

White

Masters

15

5th Grade Teacher

45-50

*Focus Group Participants
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Results
This qualitative instrumental case study aimed to uncover, depict, and comprehend
teachers’ perceptions of varying aspects of cultural awareness at the elementary level. This study
encompasses perceptions of teachers, support staff, and an administrator at a large rural
elementary school located in South Carolina. The data analysis led to a comprehensive
investigation of the collected data from initial participant interview transcripts and recordings,
focus group sessions, photographed evidence of participant practices, and notes were taken
throughout this process. Codes were created and then organized through the analytical review of
the data acquired to produce themes and sub-themes that answered the proposed research
questions. The following Figure 1 displays the identified themes and sub-themes discussed.
Figure 1
Themes and Sub-Themes of Teacher Perceptions of Cultural Awareness
Emergent Themes & Subthemes Based on
Participant Responses &
Coding of Cultural Awareness
CULTURAL AWARENESS IS
DEVELOPED THROUGH
EXPERIENCE

TEACHERS USE VOICE &
CHOICE IN CULTURAL
AWARENESS EDUCATION

CULTURAL AWARENESS IS A
COMPONENT OF WHOLECHILD EDUCATION

TEACHERS EXPERIENCED
CULTURALLY ILLITERATE BARRIERS

Travel

Social Studies

Character
Education

Cultural
Differences

Upbringing

Reading

Social &
Emotional Health

Family Dynamics

Worldview &
Faith

Leader In Me

Success Outside
of the Classroom

Teacher Training
& Education

Student Centered
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Cultural Awareness is Developed Through Experience
Several themes emerged throughout the data analysis process as shared responses to
teachers’ perceptions of cultural awareness. During participant interviews, teachers consistently
described their cultural awareness as fostered through their personal experience of their
upbringing and exposure to diversity in their professional and personal lives. Cultural awareness
and its development through varying experiences emerged as a significant theme to this research.
Teachers discussed varying influences on their levels of cultural awareness based on their ability
to travel during certain stages of their life, their childhood and adolescent upbringing, and their
stance on diversity in their worldview and faith. During these interviews, the teacher made it
clear that their personal experience directly affected their desire to understand their students and
families by seeking additional cultural awareness training, professional development of
classroom diversity, and reaching all students of diverse populations. Participants discussed the
influence of their religious worldview and the impression it bears on their professional teaching
career. For example, Kat upheld her identification as a Christian follower and its impact on
learning aspects of character education during her childhood; she explained the implication of
this worldview as “being kind towards others and taking other differences into consideration, not
you know, making fun of the person in your classroom that might be different than you.” Larry
described the importance of exposure to diversity as his personal life experiences directly
affected his cultural understanding, saying, “It’s like one of those things that what you teach is a
combination of everything you have done so far.” He continued by applying these experiences in
the way he fosters cultural awareness as an educator: “I think studying other cultures makes you
want to get kids to understand that more.”
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All participants discussed varying examples of the effects of personal experience and its
ability to mold and develop people’s lives. From good experiences to bad, participants spoke of
how they learned and grew from their life experiences. Participants also explained their
experience in education led to many involvements in providing practice to the educational field
and cultivating a better understanding of fresh cultural content. All participants identified in their
interviews the influence of their upbringing, the areas in which they lived, the states and
countries they traveled to, the personal worldview inflicted by their families, and how these
factors molded their opinions and outlooks on diverse cultures. Danielle referenced her
experience of teaching in varying parts of the U.S. as insight into her cultural awareness; she
described her experience with living in the north versus the south and how she recognized
cultures from other countries and states across America. “Being aware of not just our own
country and where people are from, but where people are from outside our country and how that
makes people who they are.” Eight out of 18 participants also spoke of the limitations related to
living in a single state and the lack of cultural awareness that it provides. Danielle said, “I think
teachers are often not as diverse as our school is.” She continued by recognizing the limitations
and confinement of being raised, receiving an education, and teaching in the same state and
community, stating, “Our teachers necessarily are not right there. Many of them have been born
and raised in the south.” Personal experience and upbringing can also instill sensitivity to both
the teacher and the topics cultural awareness presents. Lucy, an African American teacher, noted
her delicate consideration of race and ethnicity in historical events, “So the subject of slavery can
be a sensitive topic. We view it as the reason we're studying these things, so we don't make the
same mistakes in the future.” Personal experience was connected to each participant’s childhood
upbringing, and it continued to mold and develop areas of cultural awareness into the
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participant’s adulthood. Larry described his personal experience as a father and the significance
of what he wants his children to know about cultural awareness. He acknowledged the
connections between raising children and teaching in an elementary school setting by linking
aspects of teaching his students to teach his children about cultural awareness and diversity.
According to Larry, “I know that I am a better teacher because I am a father. The stuff you learn
as a parent has made me more aware and better at teaching cultural education.”
Coding the extensive accounts of participants’ personal experiences led to the
development of themes and underlying sub-themes. The four specific subthemes of expertise
include travel, upbringing, worldviews and faith, and teacher training and education. As each
sub-theme was identified through coding, a further collection of data from participants
illuminated the significance of these personal experiences as motivators to each educator’s view,
teaching, and expansion of cultural awareness content.
Travel
Of the 18 participants, 11 expressed their ability to learn and grow their cultural
awareness as they traveled the world identifying travel as a sub-theme of CA experience. They
recognized the influence of exposure to different states and countries as they uncovered diverse
people, places, and cultures. Well-traveled teachers instructed their students based on their
memories of both childhood and adult tours to varying parts of the world. Pat divulged her
memories of her parent’s trips overseas and abroad, stating, “My father was in the international
JCS, and my mom was very involved in that. They kept us connected to people they would meet
from different countries.” She continued with the impact of world travel through her parent’s
experiences, “I think that part of it initiated the curiosity about diversity and ignited me wanting
to know more about different places and different people.”
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Nine out of 18 participants perceived a direct relationship between their travel and their
sense of cultural awareness. Those who had grown up in heavily populated cities discussed the
diversity they witnessed in the population of these areas. Danielle addressed the impact of being
married to a U.S. military serviceman and her exposure to cultures from traveling to military
base assignments, “but being military, you’re constantly with people from other places.” She
related these experiences to her current understanding of diversity, “I feel like I have a huge
sense of cultural awareness. I would say more than the average person here.” Participants’ travel
also overlapped with their upbringing. Nine out of 18 participants linked their upbringing to
exposure to varying cultures through places their family traveled to or where they were raised. At
the same time, other participants discussed the limitations to their centralized upbringing in
communities of one race or narrowed cultures.
Upbringing
Participants’ personal experiences of how they were raised contributed to their respective
cultural awareness and became a second sub-theme of CA development for teachers. Their
exposure to their own culture and the cultures of others led to substantial communication and
consideration of teaching diversity through cultural awareness. Helen disclosed the impact of her
upbringing and family’s influence on her choice of relationships. She described her family’s lack
of cultural exposure and how that limited her views of others who were different from her in the
following statement, “because I didn’t grow up having friends from different cultures, that just
wasn't a thing.” She continued explaining the bearing of inadequate cultural sentiments her
family held, stating, “I dated a Mexican once, and the response from my family was, what’s
wrong with you?”
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Although 18 out of 18 participants knew their ethnicity and culture, they were limited to
selective elements of the varying cultures represented in their professional teaching careers and
classroom communities. A few participants experienced a culturally diverse upbringing in their
schools and the cities they were raised in. Sarah rendered her ethnicity and upbringing as it
influenced her becoming American, “I grew up in a multicultural city of St. Louis, and we grew
up with kids. I had friends from Yugoslavia and Japan and everything like that.” She
acknowledged the struggles of finding a middle ground between her heritage and the American
culture, “I am very aware of multiple cultures, and I was a first-generation American. I always
felt weird because I was different even though I was the one to be the American in the family.”
Each teacher’s upbringing was evident in the make-up of their families and how they were raised
in varying family units. Betsy described her unique upbringing: “I’m adopted. So, I find it
interesting, the nature of, or nurture.” She continued with the connection between her family
dynamic and how relationships with her students are: “So that relates to some things that I’m
also working through in my classroom, trying to figure out the root cause of certain aspects of
my students.”
Teachers felt that their upbringing was a significant starting point to branching out into
the differences of the populations they teach. Sixteen out of 18 participants specifically described
the importance of how they were raised and how they sought further awareness of others and the
different opinions and viewpoints others possess. Kat expressed, “I think the most important
piece of teaching character education and cultural worldviews is respect.” Her applied
knowledge of respect was evident in how she viewed diversity by “making sure as a teacher that
I respect others’ cultures and what they believe in.” She further acknowledged the significance of
maintaining an open mind when exhibiting respect and acceptance even when content varied
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from her personal opinions, “And not just limiting it to my personal views, the way I was
brought up.” Similarly, Debbie discussed limitations in her upbringing. “I think I started to look
outside of what my parents taught me a little after college,” and how her cultural awareness has
advanced in response to the diversity changes in her classroom, “with much of the cultural
awakening happening in the last five years or so.”
Cultural identification was a significant factor in teachers’ personal experiences and
upbringing. Identifying with specific cultures and working through language barriers were linked
to several participant responses. Rob illustrated his connection to his ethnicity and how that has
resonated with his family’s beliefs about being an American. “As a Latino growing up, I had to
stay true to who I was in my home setting, but my goal from my family beliefs was to be
exposed to American ways and American culture outside of my house.” In a similar portrayal of
ethnicity and upbringing, Danielle and Lara explained their cultural background and how
language barriers played a massive role in appreciating others. Danielle stated, “My mother and
grandfather came from Italy. So, growing up in my house, you become more aware of diverse
languages just by living in a population of different cultures and different kinds of people.” Lara
vindicated her personal experiences with bilingual cultures:
My mother was French and came to this country not speaking English. It was hard for her
to pronounce English words correctly. I identify with students who speak two languages
in their home or come to school and don't know the language. When students in my class
from different countries mispronounce a word, I share with my class how special they are
that they are bilingual and how much I admire them and how brave they are as they try to
learn any new language.
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Sarah defended a similar experience of the magnitude of language barriers bilingual learners
experience in grasping new content, identifying “language and social cues” as areas she
described herself as being “hyper-aware of those students who don’t speak English.”
Teachers paid tribute to the significant factors of their diverse upbringing and its impact
on their worldviews and professional teaching career. Each aspect of their upbringing directly
related to how they viewed the students in their classroom and which morals and values
resonated with them the most when building communities of diverse students.
Worldview & Faith
In direct conjunction with the theme of personal experience, the sub-theme of teacher
worldviews and religious identification contributed to the way teachers viewed cultural
awareness in consideration of others in their personal and professional lives. Despite the different
worldviews and faiths, each participant described their beliefs to assimilate with others and show
acceptance of varying cultures and religions. Teachers felt that even if their exposure to other
cultures was limited during their upbringing, their worldviews and faith grounded their beliefs
and supported their ability to empathize and accept differences as they encountered them during
their adult lives. For example, Kat and Dot explained their Christian faith grounded their beliefs
in character development and its diversity application. Kat discussed, “it’s just kind of grown,
but it was first more religious, and now it's grown outside of just the religion aspect of culture.”
While Dot followed suit, stating, “being kind towards others and considering others’ differences,
not making fun of the person in your classroom that might be different than you.” Their religions
and worldviews did not stagnate their understanding of others even when their childhood was
limited to surroundings of similar beliefs and cultures. Carol expressed a similar worldview and
its limitations in the area where she was raised. Her initial response confirmed the inadequacy of
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her worldview in the exposure to other cultures; however, her ability to recognize these
limitations allowed her to apply her Christian worldview, recognizing and respecting differences.
Carol deliberated the following views, “I would identify as a white Christian middle-class
woman, and so I'm going to recognize that I am missing some aspects of cultural awareness
because of how I grew up.” She asserted, “in the Bible Belt, where I grew up, I have to be very
respectful of what other people believe.”
Teachers explained their religion, worldviews, and faith, allowing them to assimilate into
the American culture and the melting pot of people around them. Their parents’ worldviews and
culture directly connected with how they viewed American culture and the importance of
learning the American way of life. Rob is a Latino teacher who vividly remembers relocating to
the states during his childhood. His family’s worldviews were rooted in his home life, but his
mother expected him to learn the American way outside of the home. This outlook allowed him
to stay true to his culture while understanding and accepting the culture of America. Rob
conferred, “I was moved to the states. My mom wanted us to assimilate ourselves. We kept our
own culture in the house, but we're here now, so you better try to be American. And we did.”
Sarah discussed a similar situation in her parent’s worldview experience with a country
abroad and described the relationship and applied character traits between a melting pot of
another country and her American home: “My worldview comes from my parents. Amsterdam is
a very open city. Many people from many countries live there and travel there, so there's no
judgment.” Eleven out of 11 classroom teachers felt their faith and worldview played a
significant role in how they viewed their classroom makeup. Even with varying religions and
beliefs, teachers expressed their devotion to applying many character traits gained from their
worldview to aspects of how they teach and treat others. This area was further exacerbated with

101
multiple responses of applicable qualities of worldviews and faiths in the acceptance,
understanding, and respectful attitudes of cultures and diversity. The term worldview relates to
perceptions and acceptance of cultural awareness and diversity was referenced forty times when
analyzing codes and formulating themes. Even when limitations arose in exposure to
worldviews, teachers described their willingness to apply their faith when regarding others that
identified as a different culture than their own. Figure 1 displays how teachers used their
worldview to create culturally diverse communities within their classrooms during the first day
of each school year. Sarah described reading the story, People, to her fifth graders and discussing
the many differences in the human race. She insisted this is a teachable moment for her students
to understand and respect the student makeup of her classroom. Helen used the welcome sign in
Figure 2 to create a level playing field of cultures and languages. She described the importance
of using sign language as a common denominator to talk about diversity and how students who
speak different languages struggle in communication aspects of their education throughout the
school year.
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Figure 2
Teachers’ Cultural References During the First Day of School

Teacher Training & Education
A final sub-theme of CA experience was identified as teacher training and education
were referenced by participants 46 times and provided significant relevance to personal
experiences in their ability to prepare and teach elements of cultural awareness. Teachers
reported that their overall training and education on cultural awareness were lacking throughout
their certification and undergraduate degrees. The majority of responses include the significance
of the experience of teaching varying cultures that warranted further teacher training,
professional development, and higher education courses. Depending on certification or additional
education, participants reported on various course techniques that touched on the areas of
cultural awareness in their specific fields of study and systems taken in response to diversity.
Alex, a school counselor, reported on education received that taught techniques and strategies to
use when encountering various student cultures:
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I’ve had college courses, and some of the professional development that I have had has
related to specific counseling on students and then some of the techniques and strategies
you might, including, how to adjust or adapt for kids coming from different cultures.
In addition to the education required by the teaching position, other candidates expressed
their cultural training and coursework came from degrees and certifications that fell under nonteaching certifications. Sarah is a certified teacher with an undergraduate degree in international
studies; she recalled the most content specifics of cultural awareness and diversity through her
experiences in international studies course work. Even those courses were limited to specific
areas of the educational curriculum. Sarah explained her “undergraduate degree is in
international studies with a minor in German, and her first educational involvement was already
coming from that background.” She continued recounting her experience noting her graduate
degree contained “cultural awareness, but it was linked with social studies and the study of
multiculturalism.” Helen, a fourth-grade teacher for ten years, disclosed, “I had to put my
professional development together, and that was three years ago. My journey to finding diversity
and putting diversity into my classroom began.”
Teachers also described their sought-after training and in-service on diversity to
encourage their learning and grow their students' understanding in the area of cultures. Sally
shared her desire to learn more for herself, “It was educational for me to learn about different
cultures and their beliefs and experiences.” She then continued with the impact of how her
learning influenced her students, “It was also significant for students because each child could
see themselves represented and allowed them to share their home life with everyone in the form
of a celebration.”
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Lucy also provided examples of the impact of cultural and professional development
taken at her school assignment, “It makes you look at some of those students sitting in your
classroom and how to best support them academically. They don't all come with the same
background.” Similar workshops were discussed by Connie, as she explained her training was
targeted around socio-economic status instead of cultural awareness, “occasional professional
developments that have kind of hit not so much on cultural diversity, but socio-economic.”
Many participants considered their training and college coursework limited or absent of
any type of cultural awareness curriculum and education material. With almost all participants
pursuing additional degrees and certifications, many could not recall the presence of cultural
development in their higher education courses. Table 2 represents each level of degree
participants attained in their teaching careers.
Table 2
Teacher Credentials and Additional Degrees
Number of Teachers

Bachelors

Masters

Masters +30

E.DS

Ed.D.

94

36

49

6

1

2

Note. Approximately 67% of teachers had advanced degrees; 8 national board certified teachers.
Larry strained to evoke any remembrance of cultural education in his undergraduate and
graduate degree programs. He stated, “I can’t recall any specifically stated cultural awareness
101 courses or even graduate. I really can’t think of a specific course that I took that was solely
focused on cultural awareness.” Other participants explained they gained awareness of cultures
in their pursuant training and teaching experience. This awareness came after deciding to attend
college surrounded by various cultures and later in their teaching careers as their classroom
population changed. Pam recollected that her real-world exposure to cultures did not happen
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until she sought her teaching degree from a culturally diverse university, “I don’t want to say I
grew up sheltered, but I did. Many of my real-world experiences didn't happen until I was in
college. I was aware of different cultures, but I never understood various beliefs within their
culture.” Additionally, Kat, a music teacher, described her education in cultures and religious
study began in college but has since branched out through her experience within the classroom,
“Growing up, I was not exposed to many cultures except for some different religious cultures
because of the classes I took in college, which has grown since being a teacher.” Teachers
expressed a clear need for cultural awareness training throughout their educational careers and
unanimously agreed on the lack of cultural awareness in their undergraduate programs.
Teachers use Voice & Choice in Cultural Awareness Education
Seventeen out of 18 participants agreed that education could use the transformation of
cultural awareness and diversity content taught in the elementary curriculum. Teachers
consistently spoke of cultural awareness integration throughout their curriculums, identifying the
use of their voice and choice in cultural awareness a prominent theme of this study. Carol
blatantly stated, “And I will tell you I believe that the education system could use an overhaul.”
Each participant spoke on the relevance of incorporating cultural content into the current social
studies, reading, and writing curriculums. Teachers acknowledged the absence of a state and
district-created cultural awareness curriculum for both students and teachers. However, each
participant spoke about how they intentionally incorporated cultures into the everyday teachings
of state-mandated standards. Their purposeful selection of reading content, social studies
projects, and writing assignments was intended to expose students to varying cultures. For
example, Lucy utilized morning meetings to share culturally relevant videos based on the needs
and culturally diverse makeup of her classroom, Lara provided culturally diverse reading
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assignments in conjuncture with state-specific social studies standards, and Pam incorporated the
use of writing prompts that allowed students the opportunity to share their unique culture and
traditions. Teachers recognized the current school-adopted program Leader in Me by referencing
this platform 56 times in opportunities to discuss and expand on cultural topics with their
students. This program allows teachers the time to discuss certain aspects of culture related to
character development. It provides a common language to discuss differences and support
understandings of diversity in their classroom. With the help of this program, teachers felt they
were allotted time during the beginning of each day to develop their classroom communities and
address content outside of standards that included character development, team building, cultural
awareness, and acceptance of diversity.
Teachers also strived to address additional cultural awareness gaps throughout their
regularly planned standards and year-long syllabi. They discussed the importance of including
artistic visuals and content to create student interest and buy-in for specific assignments and
subject areas. Sally asserted, “I incorporate it through instruction; it activates the student’s prior
knowledge, and it gives them a schema to draw from when they're learning something new or to
make the connection to.” Lucy expressed the magnitude of sharing personal backgrounds in her
class efforts to make newly learned content applicable for her students, “When we’re discussing
things in class, those students will share some of their personal experiences, to make the history
kind of real for us.” Danielle added to the significance of purposefully selected material and its
impact on student’s education:
I’d like to see a more culturally aware curriculum because the more awareness, and the
more that we understand, other cultures, other people, and other walks of life; I think the
gap or the prejudice and the judgment of everything are going to start to change.
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Two teacher participants specifically responded to the addition of a cultural awareness
curriculum based on the current isolation of diversity and the misrepresentation of cultures in the
media. These participants recognized the teaching and portrayal of negative stereotypes in
education, social media, and television. They voiced their opinions on correcting these
pessimistic depictions through positive historical content and the celebration of diversity in their
classroom lessons. Pat concluded her thoughts and views on teaching about “the melting pot of
great Americans” instead of individualizing cultures. She elaborated, “teach about all skin and
people who did great things.” Sally recognized a need to correct media distortion of African
American culture:
I don’t want the kids to see those misrepresentations on television and on the news and
think that’s how all black women act or black people. So, I try to carry myself with,
confidence and I to examples given of examples cultures in reading or during a lesson,
that had a different positive outlook. Also, I want to show people to celebrate diversity so
that the students in the classroom who are different could be observed and see themselves
represented in stories.
All participants described how they integrated cultural awareness into their current
classrooms and state-mandated curriculum. They concluded the need for cultural awareness was
based on creating a cohesive classroom community, celebrating diversity, teaching aspects of
character education, content standards, generating student interest, and clarifying media
misrepresentations. Eighteen out of 18 participants held conversations about using their time and
willingness to research the best relevant content depending on the subject they were teaching or
life skills they planned to develop. Kat alluded to the balance that was needed for teachers to find
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success in the standards they were currently addressing and ways to be intentional in
incorporating cultural content:
But I see the cultural part dropping slightly in some areas because it's hard for some to
hit. All those things at once, the academics plus the emotional background, cultural
knowledge, and ability. I think it's hard for some to balance that, especially if you're in a
classroom in and your standards are pushed to the forefront. So, as an elementary
educator, I see a lack of cultural appreciation in some areas.
Even with a lack of balance and lists of requirements, teachers continued to provide examples of
combining culture with standards because they felt it was warranted in many aspects of the
elementary education curriculum. Teachers and support staff discussed social studies and reading
as the top two content areas that lend themselves to the integration of cultural awareness. They
provided many intentional examples of how they incorporated topics of cultures and diversity
across varying grade levels and resource classes taught by support staff.
Social Studies
Teachers in all grade levels attributed the social studies curriculum to providing many
opportunities to support and address varying aspects of cultural awareness identifying this area
of the curriculum a major sub-theme for teacher voice and choice. Beginning at the kindergarten
level, Debbie and Betsy spoke on the ability to teach about community and study the differences
in the classroom and the surrounding civic population. Debbie identified aspects of cultural
awareness she teaches her kindergarten students: "How people are different, celebrate
differently, look different, and engage differently.” She described the use of social studies units
that provided “a whole bunch of understanding that there are differences in others. There’s some
kind of built-in time there that we can explore.” Betsy agreed with using the social studies
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curriculum to teach aspects of cultural awareness, “Cultures fit easily into our social studies unit
that we talked about with our traditions; that’s a great time to bring in different family cultures.”
However, she acknowledged her frustrations with the additional time allotment needed for
content, cultural content, “Unfortunately, we don't have much free time to go off on our own and
research based on student interest. We have to stick to that pacing guide.” Lucy, a fifth-grade
teacher, uses the social studies curriculum to touch on character education topics; it’s an ample
opportunity to talk about morals and ethics and how you can’t discriminate against a group of
people over a historical event.” She described the importance of utilizing history to clarify
damaging preconceived notions of cultures: “The social studies curriculum provides
misconceptions of how some races associated with 9/11 were negatively represented.” Lucy
continued to describe in the following statement her awareness of how she must tread carefully
on topics that teach a combination of cultures and history; she recognized the need to maintain an
understanding of the sensitivity of issues while teaching students about cultures that differ from
them, “We talk about the Jews and the Holocaust. We talk about slavery. We talk about nineeleven; we talk about Afghanistan. Women's rights are a big topic in fifth grade as well.”
Reading
Reading was an additional content area teachers discussed as providing supplementary
material that led to teaching aspects of cultural awareness in the classroom curriculum and a
supporting sub-theme of teacher voice and choice. Participants described their ability to be
intentional in the leveled readers and literature they selected based on the classroom cultural
make-up of their students. Betsy, a kindergarten teacher, responded with her deliberate selection
of reading material for her class: “There is so much more culturally diverse literature. Books
with characters that look like your students, I think there will be buy-in as well.” Sally explored
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the additional African American reading material based on the cultures within her classroom in
the last title one teaching assignment, “I do identify with African Americans in the classroom,
and it made me more aware that I wanted to read more books to my students that had a black
person as the main character.” They also shared examples of reading cultural content to small
groups and extending reading activities with performance-based assignments created around
students’ cultures and backgrounds. Connie, a resource teacher, provided examples of her
working with small groups and her “intentional selection of a read-aloud that offers more
discussions within so that the kids will participate, and it is more interesting.” She also included
her deliberate range of “the subject of cultural diversity and how someone is overcoming
something or character traits brought out from selecting a read-aloud.”
Pam, a second-grade teacher, shared how much she learns from the deliberate selection of
cultural literature for her small groups, “but I do try to throw in those things through book talks
like interviews and things like that, or small group time, you learn a lot about a child’s family,
just by doing a book talk in a small group.” Teachers sought to extend their classroom libraries to
include books on varying cultures in other classrooms and support positions. These resources
would assist them in reaching students from different backgrounds and teaching about diversity
to all students. Sarah intentionally included culturally diverse books in a book challenge as it
required her students to read a minimum of two books from the culturally diverse list. Figure 3
displays a sample of her supplemental list of culturally diverse reading material.
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Figure 3
Culturally Diverse Book List Sample

Pat disclosed her creation of a leveled library that purposely included books on cultures:
I had created these little first readers and researched their books on Russia, Japan,
Neverlands, etc. So, when I have had children from that culture, I’d find one of those
early readers and type it up on a flip chart and use it with grammar and then search and
share YouTube videos of children dancing or celebrating from that specific culture.
Thirteen out of 18 participants referenced the reading curriculum and standards taught
that offered support texts rich in cultural diversity. They recognized their attempt to tailor the
reading curriculum to the needs of their students. They discussed the current enrichment they
provided in class through supplemental materials, book challenges, and concentrating on district
material that supports students’ cultures and diversity. Danielle described additional text found in
her fourth-grade reading curriculum, “They’ll give you support text that might be culturally
suggestive. So now you're reading it, which gives the invitation to start talking about that culture
or event in the book.”
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Carol extended her cultural intentionality by researching and forming a culturally diverse
book list. She assigns her students the following standards-based reading task in the form of a
book challenge:
We’re doing a 40-book challenge and trying to get them to one of our topics: cultural
nonfiction books and so pulling different books and saying that you can choose
whichever ones you want, but two of your books on this list have to be from different
cultures.
Connie stated how she utilized the district reading curriculum to change up the pace and interest
level of her students by opening a discussion of cultural diversity after using her current reading
standards as a springboard to more conversations, “And I feel like certain passages lend
themselves to more open discussions of getting into cultural diversity.” She explained her
willingness comes from her ability as the teacher “to switch it up because I know it gets so
monotonous.”
Leader in Me
In addition to state-mandated subject curriculum content as supported sub-themes,
participants included many references to the site’s seven-year implementation of the Leader in
Me program. This platform emerged as an additional sub-theme that supported teacher’s choice
in implementing aspects of a cultural awareness curriculum. Leader in Me is an evidence-based,
comprehensive model that builds leadership and life skills in students. Teachers referenced this
prospectus more than 66 times as they described its ability to create a common language across
grade levels and celebrate which student qualities make them unique. Participants explained the
program’s capability to create consistency in a standard dialect that facilitates high-trust school
culture and lays the foundation for sustained communication and understanding of differences.
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Teachers further discussed the Leader in Me platform as a consistent factor in building diverse
school-wide leadership roles and creating in-school covey clubs that allow students and teachers
to expand on cultural awareness missing in the current curriculum. This program was
continuously referenced when teachers responded to where they felt culture and diversity were
found in building much-needed character development and classroom communities in the school
day. Participants described the program’s definition of lead time designated at the beginning of
the day that allows for team-building activities, character development movies, and classroom
discussions based on the personal lives of their students. The Leader in Me vocabulary can be
seen and heard throughout the school building on any given day, from classroom mission
statements to murals painted in the hallways. Students and teachers have countless opportunities
to use this learning platform in conflict resolution, academic achievement, soft skills, etc.
Figure 4
Leader in Me Murals and Language

The program also comes with teacher resources such as activity books, guided lessons,
interactive websites, and visuals for classroom reference and reinforcement of content. Some of
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the most influential culturally relevant vocabulary used in understanding cultures and diversity
include Be Proactive, Seek First to Understand then to be Understood, Think Win-Win, and
Synergize.
Teachers described how they had used aspects of the Leader in Me as a platform to teach
about cultural awareness and character development. Lucy discussed its impact in her fifth-grade
classroom as additional support to allow her to focus on cultural content in team building:
It has brought back some of those character education lessons. I tell the kids that we are
not just responsible for teaching them math, science, and social studies; we’re teaching
them about character education and cultural awareness about accepting others. About
appreciating diversity.
Pam continued with the impact of the Leader in Me program in the effectiveness of lead time
each morning and the lessons it provided her class: “We had a lead time lesson on how to argue
effectively and communicate our beliefs and feelings to understand that not everyone will
believe the same way we think.”
Classroom teachers described lead time as a ten-minute time frame at the beginning of
each school day and provided a practical resource to teach cultures, character education, and
diversity. Betsy also shared the effectiveness of lead time in her kindergarten classroom. She
began by focusing on building community, “We can focus on our classroom community and
focus on the cultures in the classroom community.” She then continued with ways she used the
lead time to promote aspects of character development needed to understand cultures, “This time
is beneficial for teaching understanding and compassion and things like that. We talk about
empathy, respect, and kindness.”
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Teachers used the program’s structured calendar to effectively teach character traits and
classroom communities. Kindergarten teacher Debbie appreciated the layout of the calendar to
plan and prepare certain aspects of character education needed to strengthen her classroom
community, stating, “Leader in Me has a fantastic platform to provide our students. I know a lot
of it is character education. And with our structure calendar, there is a lot that has already laid
out for us to introduce those concepts.” In addition to the time carved out by the program,
students partake in a teacher-sponsored covey club once a month based on their interests. Family
and community involvement is an aspect of creating buy-in and getting to know students’
backgrounds and interests. Pam described the covey club she sponsors once a month and its
relation to cultural awareness: “Second grade on Covey Club Day, selected culture. We all
picked a different country, and for Covey clubs, we're teaching a different country and having
the students either do a craft with that country or a food item.” Coming from a different school,
Danielle recognized the need for cultural awareness at the elementary level and explained how
Leader in Me attempts to teach aspects of cultures:
I think that there's a significant, substantial cultural awareness missing. I like Leader in
Me because it touches on some topics other schools don’t teach. I came from another
school that was not a leader in my school, so you didn’t spend 20 minutes talking about
what is integrity and how do you show that? I feel like it allows me to teach about other
things that are so important.
The school counselor is an active member of the program’s assigned Lighthouse Team; varied
selected representatives of grade levels and support staff make up this twelve-person team. Alex
utilizes her position as a school guidance counselor to develop aspects of the Leader in Me
program that offers community and family involvement. She shared her thoughts on integrating
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the element of cultural awareness into an upcoming workshop sponsored by the Leader in Me
platform: “We’re making seven habits of highly effective families workshop, and you know, it
would be great if we had a culturally diverse group of parents that are participating in that.”
Student-Centered
Student-centered CA activities and content emerged as an additional sub-theme that
provided teachers with flexibility in building cultural proficiency among their classrooms.
Teachers expanded their current curriculum to include student-centered learning around cultural
awareness and diverse content. All eleven classroom teachers consistently reported using student
knowledge to create teachable moments and encourage pairing and sharing activities on cultural
content. Teachers explained that student-centered activities and projects were not always planned
for in their lessons but arose from a general need within the classroom. Dot contributed, “It’s
kind of just cultural projects that we would do throughout school, but it wasn't a set curriculum,
which is things that I would come up with.” She utilized her students’ backgrounds and cultures
to plan celebrations and learn about diversity. “I have kids that celebrate different holidays, and
we would talk about that and do projects based on their home life.”
Teachers felt that student-centered learning was a valuable resource in their classroom
curriculum and provided a deeper connection to cultures represented in their students. Debbie
shared her thoughts on the effects of lacking a proper cultural awareness curriculum as she
observed society and the repercussions of a stagnant educational system:
I think cultural awareness needs to be covered in education because when you think about
our society and how people are the way they are and why people do what they do, you
wonder. After all, they were never taught specific stuff?
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Additional classroom teachers elaborated on their use of student-centered cultural
awareness through exploration techniques to learn and acquire new knowledge. Pam, Kat,
Debbie, Parker, and Lucy felt strongly about allowing students to conduct their research about
cultures based on their interests. Alex felt that student-centered activities were vital to
understanding cultural awareness and age level-appropriate, starting with the ignition of curiosity
in elementary-age students. “I think it is helpful that diversity could be an exploration of the
different cultures and their traditions.” She believed, “Kids are very open to new things and very
accepting at this age. And I think it plants that seed early on.” Figure 5 provides student
examples of a cultural assignment that supported opportunities to share aspects of their home life
and culture. This assignment allowed students to share then the content gained through an athome student-centered activity with their classmates. Pam described this standard-based
assignment: “This was an at-home project to help learn about our families. We asked for family
pictures so students could present these and talk about their traditions, food, memories of family,
their language, and beliefs.” Pam reflected on the placement of this activity in her class syllabi,
noting, “I wish we had done this unit at the beginning of the year; honestly, more of all about me
unit, but it’s just where it fell in the curriculum.” As a result, she found the information students
provided more beneficial in introducing the school year than during the district’s mid-year
pacing.
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Figure 5
My Family Culture

Another participant shared her use of the idea of a virtual cultural cruise her students took
to obtain exposure to varying cultures and diverse regions of the world. Once the cruise was
complete, students furthered their understanding by selecting a country and creating a
performance task to tell about their chosen country’s culture, traditions, foods, and celebrations.
Lara described the assignment:
We went on a cultural cruise where they visited Argentina. They saw different countries
and learned about other aspects. How they say hello, traditions dress food, and now they
are in the process. They could use any country they wanted. And they are currently doing
research, and then they will do a shadow box based on the land they chose.
Student-centered activities also aided in the teacher’s awareness of the population they
taught. These activities required an investigation created by the teacher to gain and document the
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cultural representation and dynamics present in their classrooms. Teachers described the
importance of such research and the impact this knowledge can lend in further planning and
implementation of cultural awareness at all elementary education levels. Kat, a music teacher
who sees more than six hundred students a week, shared her efforts to get to know each student
as they come into her music room.
When a new child comes in, I try to find out their background, or when we're learning
about different cultures, I inquire around the classroom and try to get that talk going
about their experience and culture. And with the little ones, just what culture is and
seeing that as a whole thing, not just a language or a religion, seeing that entire piece.
Cultural Awareness is a Component of Whole-Child Education
Cultural awareness is an element of teaching character development to best support the
whole child’s needs. This theme emerged as participants identified the significance of educating
the whole-child including, character education, social and emotional health and success of parent
and community involvement. Teachers felt identifying with a specific culture was directly linked
to the emotional and social make-up of the child. Figure 6 displays the theme, sub-themes, and
related codes from numerous teacher responses. Teachers discussed the link between whole-child
development, character education, and cultural awareness. They also consistently mentioned
aspects of building cohesive classroom communities from the knowledge gained through wholechild education. These codes included the following terms grouped with the referenced subtheme in Figure 6, morals, values, ethics, character, empathy, identity, growth, respect, entity,
diversity, community, differences, understanding, and relationships. Each code was referenced
and grouped to the applicable sub-theme as participants responded to individual interview
questions on whole-child development through cultural awareness.
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Figure 6
Theme, Sub-Themes, and Codes of Cultural Awareness & Whole-Child Education

By getting to know their students and developing personal relationships, teachers agreed
with the importance of understanding the whole child and all entities of who they are. All
participants felt the character and cultural content was vital to teaching and growing the whole
child. Eight out of eleven classroom teachers discussed the intermingling of teaching character
traits, morals, ethics, diversity, and cultural awareness content. Participants recognized the need
for further education supporting whole-child development and the connection between the
cultures, providing a starting point for educational facets. Teachers interjected the significance of
getting to know their students and building classroom communities that set the stage for
maximized learning. Figure 7 shows teacher-made bulletin boards, hallway quotes, and Leader
in Me class mission statements. Teachers explained these images connect students to their social
and emotional needs as goals are created by classroom teachers and tracked by the school
counselor and administrator to track behavior referrals to support positive behavior. Teachers
referenced the importance of Leader in Me class mission statements created during the first week
of each school year to identify important aspects of classroom learning and the rules required to
become successful leaders and build classroom communities of varying cultures.
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Figure 7
Social & Emotional Goals and Mission Statements

With the absence of character development linked to cultures in their classrooms,
teachers discussed how they constantly correct behavior and explained differences in a positive
tone. Danielle described the beginning of the school year in her fourth-grade classroom, “I spend
a lot of time getting to know my kids from where they come from. With kids from all different
states and backgrounds, it gives them a chance to know each other morally.” Connie, a fifthgrade teacher, spoke of the value of getting to know the whole child and her desire to support all
students. She recognized the significance of whole-child development for her students. She
discussed the difficulties in time allotment with curriculum expectations limiting the time to gain
knowledge and support whole-child development. Connie stated:
The standards we have now and everything else tells us we can't teach certain things. I
wish we had that opportunity, and we're given that opportunity. We try to help the whole
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child but also feel like if we don't know everything we could learn about the whole child,
it's tough to do that.
Character Education
As a component of whole-child education, character education emerged as a sub-theme
supporting cultural awareness education. Teachers viewed cultural awareness and character
education as simultaneously required content to teach aspects of morals, values, respect,
compassion, and empathy. They identified the components of teaching about cultures, traditions,
religions, celebrations, language, and food and how they could teach character traits hand in
hand with student cultures (see figure 8). By connecting character education with student
cultures, teachers strived to reach and educate the whole child. When participants described the
teaching and learning of cultural content in their classroom, celebrating differences and
respecting cultural differences was a common theme.
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Figure 8
Word Clouds and Coding Relating to Character Education and Whole Child Development

It was also evident that whole-child education through character traits and cultural
awareness was taking place at all elementary school levels and through support staff lessons such
as related arts and guidance lessons. Alex, a school counselor, shared details of a character and
cultural study:
I strive to incorporate the acceptance piece that everybody is different. We practice other
things, believe different things, see things in different ways, and it's not all about, you
know, religion, dialect, family traditions to understand the other religions and cultures of
the world and how they play out.
Betsy described elements of character education and cultural awareness as showing respect to
classmates and celebrating differences by listening to what others have to say, “Respect your
friend, listen to your classmates, respect your friends and classmates; people have wonderful
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ideas.” She emphasized her approach to celebrating differences as recognized by her students,
“They may look different from you. They may have a different home life, but we all have
something important to say, and we're all trying to make a difference in the world.”
Character education was linked to cultural awareness in not just traditions and beliefs of
students but also in the circumstances students live with. Debbie explained her growth of cultural
awareness had impacted the way she views character education in the classroom setting in the
following statement:
Learning more about other cultures has made me shift in what I view as morals may not
be what other students view depending on their cultures. So, understand that culturally,
character education can be more than just beliefs, and you have to think about the
circumstances that people are in.
Social & Emotional Health
According to participants, cultural awareness and the appreciation of differences were
common factors in educating the whole child through developing the sub-theme of social and
emotional health. Teachers described immense value in laying a foundation of social and
emotional health to promote self-awareness, acceptance of others, and teaching students the
worth of others who are different from themselves. Participants recognized the missed
opportunity throughout the educational curriculum to guide these qualities through cultural
awareness. Lucy ranked teaching cultural understanding and acceptance as a fundamental
foundation of elementary education that resulted in an attitude of acceptance during adulthood.
She stated, “I think we need to share different cultures and things early on. I think it goes along
the way of people accepting different cultures later in life.” She furthered the connection
between learning about cultures in the classroom and the lessons on social interactions by
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stating: “Some of my students are missing that social interaction. They don't know how to talk to
each other. I am working to build those things back up.” In a similar observation by another
participant, Pam discussed the importance of how to disagree within the realm of social and
emotional learning constructively. She described her experiences in the following response:
I feel like we got to teach the kids how to disagree the correct way that it's going to be
part of our world and just respect everyone's decision and opinion when it comes up to
them in the classroom.
Other participants felt strongly about the lack of social and emotional health taught in the
classroom. The following statements identified aspects of character development that were
difficult to prepare but essential to the construction of cultural awareness and its relationship to
social and emotional aspects of the whole child. Alice exerts, “they’re missing teaching what is
right and wrong with social interactions of differences. They're missing teaching to listen to what
others think and how they might feel.” Alex, a school counselor, described her concerns about
many factors of whole child development currently missing in the American culture and
educational system, naming “grit, self-efficacy, and motivation” as absent. “Kids are missing
awareness of the world around them. Which is very concerning to me.”
Teachers used a variety of content support and resources to talk about students’ social
and emotional health-related to classroom differences, including instructional videos, subject
area content to connect to varying differences, and literature to paint vivid social and emotional
health pictures. Lucy utilized supportive videos she researched as a starting point for lessons that
contained sensitive cultural topics; she stated, “We do a lot of those social, emotional learning
videos. I try to do two or three of those a week to let them know that I know they are going
through changes.” She shared the merit of teaching students to character education content in
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helping students to apprehend complex constructs of society in the following quote, “It's that age
where children are starting to recognize differences in the world, maybe differences in
themselves, and just kind of help helping to foster learning about ourselves and others.” Larry, a
music teacher, described his way of building students’ social and emotional health through
varying family dynamics. He used his knowledge and music vocabulary to provide relationships
between musical instruments and the sounds they produce to teach different family dynamics of
cultural awareness. He explained,
I'm trying to get them to understand that families of instruments are not how the
instrument sounds that makes it family. So, you might look at two tools that might look
very different, but they produce sound the same way. Therefore, your family might look
very different from another family, but you are still family. So, something like that, I
think, is a perfect way to introduce cultures and build social and emotional awareness.
Alex communicated her use of a book she reads to classrooms that contain historical
content, cultural diversity, and many aspects of social and emotional wellness. She elaborated on
reading about the Appalachian trail:
I read a story about a Christmas train that would bring packages to the impoverished
areas in the Appalachian Mountains, highlighting a cultural difference from the northern
mountains to the southern landscape. I preface the book by explaining what it's like, even
still today, to live in that area of the country and how poverty still affects the culture in
that area of those mountains. I positively use that to understand how fortunate we are here
in our little rural community and as a springboard to talk about empathy and to do for
others to understand the different religions and cultures of the world and how they play
out. I think a level of acceptance, tolerance, and understanding comes with that.
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Teachers revealed their commitment to learning about classroom cultures and teaching
core social and emotional character-building values. Kat communicated her commitment to
learning about her students’ beliefs, backgrounds, and traditions, “I think culture is significant
because it brings diversity awareness. As a teacher, it helps me appreciate where my students are
coming from and what they’re bringing in their experiences, culture, and beliefs.” Betsy also felt
her commitment to creating a foundation for culture in her classroom’s social and emotional
practices: "You’ve got to lay that foundation of getting along with others. Be respectful and
listen to the adults and students around you because they are trying to guide you to make good
choices.”
Success Outside of the Classroom
Teachers agreed on the impact of fostering cultural awareness and educating the whole
child through the sub-theme of parent and community participation. They provided several
examples of the importance of forming relationships with the community in supporting wholechild growth and encouraging the celebration of differences. Many teachers identified
community and parent involvement as an untapped resource of cultural awareness. Their
examples testify how they have formed community relationships with parents, families, and
community leaders. Teachers openly identified the benefits of parent and community
involvement in extending classroom lessons and improving school-wide celebrations. Lara
provided her thoughts on expanding cultural awareness from schools and into the community, “It
is most effective when it’s not necessarily incorporated into existing subjects but expanded in
other ways throughout the environment and personality of the school. In celebrations, festivals,
and collaboration within the community.” Pat described the promotion of cultures through
hands-on activities and parent involvement. She explained a favorite part of her teaching
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curriculum, “As a cultural piece, it is a great opportunity to have parents come in and teach about
their cultures with the kids and have hands-on experiences.”
Betsy discussed a similar lesson that included her reaching out to parents within her
classroom and providing a time for them to come and share, allowing students to see how
varying cultures dress, speak, and eat, “And so I reached out to parents in the past about coming
into the classroom and sharing about different cultures.” Pam reviewed a recent at-home project
assigned to students in her classroom that identifies aspects of students' culture by gaining
information about their families. She described the family project as follows, “We just had an athome project for families where they did my family culture. It asks questions like who you live
with, fun things we do, what we eat, your religion, and what language we speak.” She elaborated
on the assignment’s importance, noting, “Just being aware of students' beliefs and traditions in
their household and our community.”
Teachers identified opportunities for community involvement that they felt they could do
a better job with, or the community was beginning to recognize and address through new
experiences on cultural awareness for public enjoyment. Teachers thought it was part of their job
to educate students on community diversity, mainly because it arose in classroom discussions
and nationality representation. Danielle explained her view of community cultures in classroom
dynamics, “I think that, as a teacher and your part of your student’s community, you need to help
students understand the differences of others in their school and community.” Alex blatantly
stated she felt she could improve her communication with families to include them in schoolwide celebrations and gain insight from culturally diverse student families. Alex said, “I think I’d
like to teach our families better communication on school opportunities for involvement.”
Danielle concluded her understanding of the community’s efforts in expanding cultural activities
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to serve the varying population of cultures better, “I think it’s important to gain cultural
awareness through your community, and sometimes I feel like you don’t get enough experiences
here.”
Teachers Experienced Culturally Illiterate Barriers
A final theme that emerged from teacher responses related to the barriers teachers felt
they faced in understanding the diversity of their consistently changing classrooms. Classroom
teachers and support staff voiced their concerns about gaining more information on the cultures
represented in their classrooms and the family dynamics of the diverse families they serve.
Teachers expressed many apprehensions in their efforts to meet the needs of their culturally
diverse population of students. Danielle revealed, “I don’t have experience. I’ve never been
given a curriculum of cultural education.” Participants recognized several barriers, including a
lack of knowledge of government policy of separation of church and state, inexperience with a
culturally diverse curriculum and how to teach it, fear of discussing sensitive topics due to lack
of proper exposure and training, and how to teach about aspects of the culture they feel they are
inadequately equipped to teach. Subthemes were identified through participant responses on their
inability to understand general knowledge of cultural differences and family dynamics as to how
they relate to student behaviors and classroom responsibilities. Classroom teachers, support staff
members, and administration spoke of their need to understand further the cultural representation
in their classroom and the families they serve. Debbie replied, “And I can’t teach something that
I don’t know, and I don’t know how to teach it.” Alice shared her lack of understanding in
teaching religious aspects of cultural awareness, “I don’t think I understand it because I don’t
think anybody understands. I don’t think they follow what the rule says.” Betsy, Rob, and Lara
also confessed their deficiency in aspects of cultures and religion as an essential piece of
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diversity; Betsy stated, “I'm going, being honest. I don't have much of an understanding of that.”
Rob responded, “basically, don't bring religion into the school.” Lara conferred Rob’s
knowledge, “Not to teach religion.” Figure 8 shows a word cloud in response to the emerging
theme of illiterate cultural barriers; these standard terms encompass teacher responses for
teaching varying religions and cultures at the elementary level.
Figure 9
Word Cloud Church and State

ESOL resource teacher Dot pulls students in grades kindergarten to second grade to assist
in their English reading and writing development. She worked firsthand with students of varied
cultures and nationalities. She expressed her concerns about the changing school population
regarding her ability to perform resources to an ever-changing make-up of races. “There’s a
greater diversity of nationalities than I have ever seen in my twenty years of teaching. I still don't
have a curriculum to assist cultural awareness learning and teaching.” Alex, a school-wide
guidance counselor, admits her need to further her learning in cultures to support the changing
demographics of her school population, “we’ve added some different; there’s probably some that
I need to brush up on since we're more diverse now.”
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Fear of teaching aspects of cultures was a common trend in teacher responses. They felt
they had to stick with district-created scripts, and there was little room for interpretation of the
apprehension of backlash from students and parents. Sarah described her concern in teaching
cultural content and her preference of simply omitting aspects to save face. Sarah stated, “But
because we’re more nervous about how we say things, how things get construed, and how kids
take things and leave the room. I think there are things we just don’t address.” Danielle shared a
similar view, “I’m very delicate in the sense that I try to stick to the page.” She conferred Sarah’s
distress in her statement, “I’m always afraid that some parents will get mad that I told them
something that I shouldn't have told them.” Participants described their continuous efforts to
learn about new cultures to engage their students in the content she knows in the following
statement, “So, for me to feel comfortable, I have to constantly look to understand better
different cultures and how our current culture engages with other cultures.” Pat also feels in the
validation of teaching new cultures even though she is unsure how to teach cultural awareness;
she concluded, “We need to be talking about cultural awareness and teach how all people have
done wonderful things and learn from the past instead of erasing it. But I don’t know how to
teach that.” Lucy recognized the significance of teaching cultures due to the growing diversity of
her student population. She states in the following quote the importance of teaching equality in
cultural awareness:
Our current and future classrooms are more diverse in population and continue to grow.
We're just trying to ensure that the gap between different cultures is not prevalent in
academic education. We try to make sure that everyone knows that they are equal.
Carol felt the need to educate everyone in her classroom to become culturally aware and support
cultural diversity among all teachers and students. She recognized the magnitude of educating
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the whole and not limiting cultural awareness to the culturally diverse. “If we can just be
accepting and educate ourselves, and if we educate everyone in our classroom, not just, you
know, our culturally different students.”
Despite acknowledging a lack of understanding in teaching about cultural awareness,
many teachers still noted the importance of such content and the repercussions of omitting a
proper cultural awareness curriculum in education. Alex conveyed the importance of building
relationships through a cultural curriculum, “That’s not part of the curriculum for teachers yet to
learn how to teach children from different cultures because it affects how you relate to them.”
Connie acknowledged the pros of teaching about cultures: “I feel like if we, in general, were
taught more about different cultures’ different religions; I feel like we would have an even better
understanding of people.” Debbie pointed out the result of problems occurring out of fear from
the absence of cultural education, “You don’t want people to be afraid of another culture because
that’s where all your problems occur.” Kat expressed her need for general knowledge of
diversity and culturally relevant events. She explained in the following statement the importance
of knowing her students to provide proper education:
I would love to know more about where our kids are coming from when they come to us
and their culture, especially the kids who can't speak and tell me either they're too young
or don't speak the language. So just in general, a current event in cultural awareness type
thing or awareness as society changes.
Danielle felt the district’s resistance to teaching cultures; she explained her concerns about her
current teaching assignment and prior educational systems in varying states. “I’ll tell you, our
district, I think they don’t like to share cultures. I’ve taught in four different states, and I’ve
never been given a curriculum for cultural awareness.”
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Cultural Differences (eye contact, celebrations, fasting)
Participants described the significance of understanding the cultural relativism of students
and parents in the school community. Nine out of 11 classroom teachers discussed many aspects
of learning this content to grasp cultural differences and expectations of eye contact, speech,
celebrations, dress, food, and fasting. These differences provided significant evidence of
culturally illiterate barriers and identified as a sub-theme describing teacher setbacks of cultural
awareness. From life experiences to good communication, teachers felt strongly about the barrier
created between students and families without a general understanding of aspects of cultural
home life and how those pieces played essential roles in respecting classroom cultures. Carol
explained her opinions on the importance of understanding the culture of her students and
classroom; “Teachers would need to know more about the cultures and would need to know
more about what was taboo and what was acceptable.” In addition to identifying acceptable
terms of culture and efforts to respect culture in school, teachers felt culture could directly relate
to students’ home life by becoming empathetic to students’ needs. Connie shared, “I’m trying to
keep in mind the hurdles they may have faced either that morning or just in general as far as their
background goes.” Debbie concluded the vital aspects of cultural awareness and developing
empathy while maintaining a non-judgmental mindset.
The more you understand, the more empathetic toward cultures because now you know it
makes sense to you. So, in turn, you are not so judgmental. You are not so quick to say
here we do it this way or question why you are not doing it in a confining box.
Lara explained her views on student cultures, “I value and incorporate their life experiences
when they share different things about their culture like we're going to have a muck-up day.” She
further described how she easily honored an Australian student’s cultural tradition. “We didn’t
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know what a muck-up day was, but it’s similar to April Fool’s Day, and you have it after your
final exam, so we'll do it. After state testing, we’ll have muck up day.”
Participants also identified the differences in cultural relativism in the traditions of
students’ lives. They felt social cues were significant when teaching students with varying
languages and disclosed their experience with cultures of dissimilar hygiene. Teachers reflected
on traditional dress and fasting as they were unaware of the limitations these would bring
students they taught. They felt the weight of the need for knowledge of cultures and their
religions to accommodate and amend their lessons' qualities to maximize student participation
and awareness. Pat disclosed her awareness and visual cues for non-English speaking students,
“Those visual cues are important to the children from other countries, especially when they are
just learning the English language.” Similar to visual cues, Dot acknowledged awareness of eye
contact in certain cultures as compared to her southern upbringing,
But he was from a Middle Eastern country, and he never would look me in the eye. And I
learned later, after he had already gone, that where he was from and how his family was,
women were not seen. It was a very male-dominated society. And so social cues, or
social awareness or just how culture acts and behaves as their norm, are imperative to
education. And you know, maybe what might be very typical for one culture to do
socially may not be the same or acceptable in another one, and learning those things are
vital to teachers’ understanding of their classrooms.
Danielle expressed how sensitivity to cultural relativism impacts how she addresses personal
hygiene issues of adolescent fourth-graders’ “cultural awareness of certain cultures includes
those who don’t bathe every day. So as a teacher, I need to understand the hygiene expectations
for all students.” She continued by recognizing the differences in American culture and other
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countries and nationalities. “You have to be aware of prevalent in the United States, but that’s
not prevalent.” Rob recognized certain aspects of learning cultural relativism about teaching
physical education at the elementary level. “We’ve gotten emails at our schools about fasting
during certain parts of the year and letting certain kids sit out during certain running parts.”
Sally, a site administrator, depicted her recent need to research and explore cultures based on
student enrollment and teacher religious practices:
Our school’s makeup has some students who wear the hijab and then the sum that
celebrate Ramadan, and I wasn’t familiar with those. So, I researched and found out
when they couldn’t eat and why they wouldn’t eat. We also have teachers on the staff
who celebrate different religious holidays, and we have to give them those days off and
be respectful of their time and what they can and cannot do according to their religion.
Participants conversed about their roles in helping varying student cultures understand other
religions and traditions. Alex spoke about her role as the school counselor and the ability to
create a safe environment to have hard conversations about differences to support tolerance and
acceptance in the following statement:
I have had to create an environment that helps kids accept others and tolerate those
differences in a safe place. I explained that a student was a Jehovah’s Witness, and they
did not celebrate Christmas. And so, the other child was able then to understand why she
wasn't coming to the Christmas party. In a case-by-case way, my job is to provide
students with a level of acceptance, tolerance, and understanding of diverse cultures.
Similarly, Sarah elaborated on the mixture of cultures represented in her fifth-grade classroom.
She explained her understanding of students who identify with the same culture but whose
traditions and customs vary. She explained how just as students’ personality contrasts, so does
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their willingness to divulge their cultural traditions and values. She concluded, “We’ve got
multiple Muslim students. It’s interesting to watch the differences between them. I’ve got kids
from Egypt, Saudi Arabia, and a Jewish student. And they’re all at different levels.”
Even with a school population of varying students, cultures, traditions, and religions,
Sarah felt strongly about the importance and value of teaching cultural awareness; she explained,
“Can you teach about religions and cultures as something you do? Absolutely.” She continued by
describing the why behind teaching cultural awareness. “I think it’s important that we do that
because we have to understand that there is no one right religion. And that there are hundreds of
different religions out there.”
Family Dynamics (Conference, Conversations with Parents)
Teachers discussed many discoveries about their need to understand family dynamics and
how aspects can affect cultural awareness and a general understanding of varying cultural,
academic, and social standards. This emergent sub-theme was described by participants as a
consistent misunderstanding of their students’ culture and that of their families. Debbie described
her thoughts on making connections with her student’s families and community. “I think you
need to address their commitment to education as their teacher and your part of these kids’
community. So, people will understand it’s not their family, it’s their culture.” Dot shared a
similar view of understanding families’ cultural dynamics related to behavior and
communication. “Or understand them, relate to them, or realize that what's happening that I
might see or deem as disrespectful or strange is perfectly acceptable in their culture.” Twelve out
of 18 participants recognized their understanding and application of cultural education
expectations came from their work in culturally diverse schools. Their experience in these
schools and communities grew their overall consideration in communication, expectancy, and
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empathy for cultures and educational learning. Carol explained, “The value of education differs
based on culture and gender.” Her experience led her to understand which cultures valued
education from a gender perspective. She continued to describe gender roles in education,
“Culturally, there was a greater emphasis on males doing well in school. And like I said, that
goes along with their roles and family. That was very eye-opening for me, learning cultural
expectations for education.” Alex, a support staff member, pointed out the cultural differences in
her role and interaction with students of varying cultural backgrounds. She discussed one cultural
group that entrusts the school and the decisions it makes, whereas another cultural group would
question school motivates or staff involved with their children:
If I were to work with some students from the Hispanic community, I might not
necessarily get a call from the parents. I think they trust the school within their
community and feel that their child’s school is a foundational piece to their education and
look up to our school and its services. They respect and appreciate our teachers and view
us in a position of authority. I feel the same for our Asian subgroup, but they would be
more apt to want to understand why a school counselor is talking to their child. And so,
neither culture is right or wrong. It’s just different. You have to consider those things
when working with a diverse group.
In an additional statement, Alex spoke on the cultural differences in the home life of
students and their families. She explained how frustrated a teacher had become at all the
assistance a student’s mother gave her son. From frequent emails from the parent to additional
questions and clarification of content and material the teacher felt the student was responsible
for. Alex shared the misunderstanding of family cultures as it pertains to education.
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The teacher gets frustrated with the number of emails, and how involved that parent is.
An Indian parent explained one time in an IEP meeting that women in their culture do for
the boys and men. The mom would be doing that for her son, as long as he was there in
the house, or until he got married, then his wife would do for him. And, you know,
regardless of what I think of that. From my perspective. That's their reality. That's their
family, and I sometimes believe when teachers don't have an understanding of that, it's
frustrating to them because they don't understand.
Research Question Responses
The research question responses section offers detailed answers to the research questions
presented in this research study, primarily using the themes and subthemes developed in the
previous section. The answers reflect the perception of the majority of all the participants’
responses. All forms of data were considered when determining answers for all questions.
Central Research Question
How can elementary teachers’ perceptions of cultural awareness help integrate content
throughout the educational curriculum? Teachers recognized their role in integrating cultural
awareness and a love for learning about diversity in the elementary curriculum. During the focus
group interview, Debbie described her intentional use of discussions on cultural holidays; she
stated, “I am very intentional about saying how there are differences in holiday celebrations
because differences are what makes us awesome.” Participants discussed the overwhelming
interest they felt as their student’s only support system in identifying differences in varying
cultures. Teachers spoke of their efforts to create safe zones for students to share about their
home life and the differences in how their culture views education to create an equal playing
field to maximize learning. During the focus group interview, Alex spoke of her perception of
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cultures; she stated, “I make sure I am incorporating the love of learning about different at any
opportunity because I know the importance.” Teachers recognized their cultural limitations to
grow their cultural understanding by admitting the connections between how they grew up and
the lack of education they received directly impacted their ability to teach and develop their
students in cultural appreciation successfully.
Even with the discussions of limitations, Lucy described how her upbringing contributes
to the classroom community in teaching cultural awareness, “I think that my parents helped to
instill strong morals and values. Those come across in my teaching as things that I can share with
students and how we treat each other.” Her awareness extended to her strive to educate her
students further than the academic requirements. “Just being more aware and teaching them, not
just curriculum, but also how to live in a society with different people and how things will affect
the future.” Helen described her passion for representing cultures in a positive light based on
misrepresentation of mainstream media, social media, and her personal views constructed in her
upbringing.
Social Media and mainstream news, I’ve stopped watching because I feel like they push
specific racist comments into our society and highlight one narrative. I used to teach in a
title one school, and I chose to put myself in a culturally diverse book study. It was
highly uncomfortable for me, but it was done in a way that I felt safe enough to admit. As
a white person, I’ve messed up.
Additional teachers felt their training and professional development on cultural awareness
were warranted through their exploration and needs within the classroom. Debbie described her
willingness to seek content on the phenomenon of cultural awareness and the effects of persisting
in her educational training.
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I feel like anything I have brought to my understanding of cultural education has come
through my exploration. It is interesting how training will make me think differently to
understand how people communicate, how they celebrate, and what they believe so that I
can respect who they are.
As they made efforts to seek additional training based on their limitation, participants
were able to impact significant learning as students began to see themselves represented in the
intentional selection of books and materials that were culturally diverse. During the focus group
interview, Helen divulged her need for additional cultural support text in the following
statement, “I had to go buy more Asian and Hispanic books to fit the needs of my classroom
population.” Participants unanimously agreed on the significance of developing their perceptions
of cultures to support their classrooms' diverse make-up. Teachers took on a positive outlook to
serve all aspects of student learning, from academics to whole-child development, through
cultural awareness. By maintaining positive perceptions of cultural awareness, teachers
explained their ability to reach more students personally and understand students learning
beyond academics.
Sub-Question One
How do elementary teachers foster interest in cultural diversity? Teachers encouraged
interest through the intentional use of books, support activities, morning meetings, and the use of
culturally diverse vocabulary within their classrooms. They created a safe environment devoted
to developing trust to support difficult discussions and provide students with space and time to
ask hard-to-define, culturally diverse questions. They were specific in the literature they read to
their classroom and devoted time to creating classroom communities that celebrated differences.
Teachers went to extraordinary measures to attend additional training to acquire new knowledge
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of the cultures they taught. They discussed implementing cultural awareness content into state
standards throughout their syllabus, content areas, and year-round curriculum.
Participants’ cultural identification continued to be a decisive factor in fostering cultural
awareness throughout their reading standards. Sarah used her Dutch roots to teach a reading
lesson in her home language. She stated:
At the beginning of every year, I do a lesson entirely in Dutch for my class. So that the
kids who understand English understand that those kids who don’t speak English as their
first language understand what type sounds like for them daily.
The administration said that teachers and staff members' qualifications identified varying
cultural backgrounds as a preferred prerequisite to teaching. The staff and teachers employed
were chosen to represent the students they taught at all costs to support and foster cultural
awareness in academics and modeling through adult backgrounds. During the focus group
interview, a site administrator discussed the importance of promoting cultural awareness by
hiring staff members that represented the student population. “Since I’ve been here, I have tried
to hire a more diverse staff. The students need to see the staff reflect the population’s diversity.”
Additional responses by two participants of the focus group interview discussed their role
in fostering a love for all learning for students of all backgrounds. They both recognized some
cultures were less likely to value education as they had become a product of their environment,
and that cycle had continued to their children. Helen admitted, “We are their only support
system.” Sally explained her acknowledgment of identifying those specific cultures to foster a
positive education experience in all areas. “We have to hone into those students while they are
here for six hours and teach the importance of education and cultures because they will not get
that at home.”
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Sub-Question Two
How do elementary teachers associate the existing elementary curriculum and cultural
awareness? All participants spoke of their persistence in associating many aspects of their
current curriculum with teaching cultural awareness. Teachers use three content areas, social
studies, reading, and writing, to make specific selections of cultural content and implementation
through lessons, books, performance tasks, and at-home projects. At the primary elementary
education level, Betsy discussed basic ways of implementing a simplistic cultural activity to her
kindergarten students that exposed them to varying languages.
We can focus on our classroom community and the cultures present in the classroom.
And that's something simple to start with, just hello and goodbye in a different language,
but it brings it to the forefront of their minds that we’re different but the same.
Along with eight other participants, Sally conversed about the willingness to capitalize on social
studies content to analyze cultural differences. Even with limited resources and prior knowledge,
including training and education, Sally disclosed the need for multicultural education based on
the needs of her student body population.
But we did things in school, like Have Multicultural Day, we just brought in all cultures,
we had food, dress, and dance. In the classroom, mainly in social studies, I remember
trying to incorporate other beliefs and show everyone how we are all the same even
though there are some differences.
Teachers described their intentional selection of literature that contained main characters
of varying cultures and read-aloud that discussed and taught cultural aspects of diverse people.
During the focus group interview, Helen described her intentional selection of books and
incorporation of her students’ native names to support learning about diversity and cultures in
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her classroom. She stated, “I try to use books representing different cultures in my room to foster
cultural diversity through varying languages and using the student’s name from their country.”
In social studies, teachers taught the current social studies curriculum and state standards
while incorporating elements of cultural awareness to expose character development and
empathy for others. Teachers created writing prompts on the subject of personal cultures aligned
with standards and allowed students to share their traditions, religions, and beliefs through essays
and writing lessons. Teachers also used the program Leader in Me to teach and support cultural
awareness and character development in the learning and teaching of their students. Morning
meetings were described as times for students to share their cultures and ask questions about
others within their classroom. This program provides teachers with additional content in
sustaining elements of cultural awareness for all elementary grade levels. Teachers worked
extensively to associate cultural awareness and character development throughout their lesson
plans, some intentional while others organic in what and when students need diverse content.
Sub-Question Three
How can cultural awareness be applied to the everyday practices of the elementary
classroom? Teachers and support staff discussed varied practical applications of cultural
awareness throughout their daily practices in the elementary classroom. Teachers identified
aspects of their classroom routines and rules that supported cultural awareness education and
developed community throughout the school year. Lucy conveyed her intentional use of pair and
share when initiating student-centered activities, “Yes, we do a lot of think pair and share. So
ample opportunities for them to share their experiences and culture and interest.” All teacher
participants felt the significance of making connections with students by allowing them to share
personal experiences within a culture as the curriculum lent itself to these student-centered
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opportunities. Kat described her willingness to allow students to share and lead discussions based
on their cultures, “If we are learning that particular culture, instead of me teaching everything
and explaining, allowing that child to speak because they’ve lived in it shows appreciation and
real-life experiences.” Participants spoke through individual interviews on ways in which current
programs such as Leader in Me assisted in creating time and opportunities to discuss and teach
about the celebration of diversity. This program also implemented times such as morning
meetings and educational videos that supported character development and cultural diversity.
Twelve out of eighteen participants spoke on the need for parent involvement in the everyday
practices of their classroom’s artistic development. During the focus group interview, Debbie
identified, “If we had more parent engagement in the classroom, in the learning, we would get
more time for them to bring culture into the classroom.” Teachers acknowledged the need for
these fundamental tools that laid the foundation for the continual growth of cultural awareness.
Summary
Chapter Four’s purpose was to provide a descriptive account of participant interviews and
provide insight into their perceptions and experience of cultural awareness in the education
setting. The data collected through this qualitative case study involved three areas of analyzed
sources, including participant interviews, focus group interviews, and journaling. These sources
depicted the perceptions, awareness, and knowledge of participants’ current understanding of
cultural awareness in their school site and classroom. The illustrations and figures were compiled
explicitly to display content pertinent to cultural awareness and diversity present at the selected
location. The data analysis process allowed for examining participants’ responses that led to
comprehensive, profuse descriptions. These descriptions then led to four distinct themes with
varying sub-themes; these themes included teacher experience, cultural awareness in the current
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curriculum, whole child development of cultures and character, and cultural illiteracy in
elementary education. The data uncovered explanations that answered this study’s research
questions regarding teachers’ perceptions of the depicted phenomenon. The study’s findings are
relevant to comprehending better the current implications of cultural awareness in the elementary
education curriculum. These findings will be discussed in Chapter Five, leading to real-world
implications.
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CHAPTER FIVE: CONCLUSION
Overview
This single instrument case study aimed to understand the perceptions of teachers,
administration, and support staff in fostering cultural awareness at the elementary level. This
chapter includes a summary of the findings; implications brought to light by the current research,
practical and methodological implications for the elementary education curriculum, and
limitations and delimitations of the investigation. Data were viewed through the lens of the
study’s underpinning theory, Herberts’ pedagogical tact of preparation, association, and
application. This study’s discoveries related to implications for policy, practice, associated
literature, and theory are also revealed in this chapter. Chapter five includes dialogue and
interpretation of the study’s thematic findings and will conclude with recommendations for
future research and a conclusion.
Discussion
This section will discuss the study’s findings in junction with the developed themes
supported in the empirical literature and observed through the lens of reinforced theoretical
frameworks. Participants’ quotations are used throughout this section to defend and authenticate
my interpretations of the study’s findings. This section concludes with recommendations for
future research on cultural awareness at the elementary level.
Interpretation of Findings
Throughout the data collection process, distinct sources, including interviews, a focus
group session, and journaling, developed this study’s findings regarding teachers’ perceptions
and opinions on fostering cultural awareness in the current elementary education curriculum. The
themes discovered in the data analysis practice were used to interpret the study’s findings. The
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information found from the analysis relates to empirical literature concerning cultural awareness
in current elementary education. Utilizing Herbert’s pedagogical tact and Dewey’s (1939) social
process of pedagogical transaction, the central research question and sub-questions were
sustained and answered.
Summary of Thematic Findings
The individual cases in this study were examined, and later the focus group was formed
in response to participant responses and the need for sub-question sustenance. The findings were
then merged using a cross-case analysis of coding and content. The four major themes exposed
during data analysis were: cultural awareness is developed through experience, teachers use
voice and choice in cultural awareness education, cultural awareness is a component of wholechild education, and teachers experienced culturally illiterate barriers. The subsidiary sub-themes
were traveling, upbringing, worldviews, and faith, teacher training, education, social studies
curriculum, reading curriculum, the leader in me, student-centered, character education, social
and emotional health, success outside of the classroom, cultural differences, family dynamics,
and professional development for 24 nationalities. Interpretation of thematic findings is further
expanded upon in the paragraphs below.
Influence of Personal Experience Cannot Be Removed from Teacher Perceptions of Cultural
Awareness
Teachers’ personal experience related to their upbringing was significant to developing
empathy and a general understanding of what students face by lack of cultural awareness.
Teachers discussed their upbringing and how that has progressed the way they teach character
education and respect for varying cultures in classroom communities. Cultural awareness
experiences teach ways to emphasize with others and create an open mind vital to appreciating
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diversity (Walton et al., 2016). Teachers raised in limited diversity communities witnessed their
lack of understanding later in life through education and teaching experience. They discussed
ways they used their worldviews to overcome frustrations and little knowledge of the students
they taught.
Religions and cultures impacted the way participants viewed the world and the people
they encountered during all stages of their life. Many academic positions lacked proper course
work and professional development in cultural diversity, as most participants recalled limited
course offerings in their teacher certification education program. Although there seemed to be a
lack of support and training, teachers spoke about their willingness and desire to continue to
strive for supplemental cultural support due to personal experiences. They sought to acquire
additional training to serve the classroom better and expand their knowledge of cultural
understandings. It is evident teachers have a passion for learning new content to meet the needs
of all students. Teachers’ personal experiences and educational limitations were reflected in their
current application of cultural awareness. Teachers desired additional professional developments
to understand better cultural diversity in closing academic gaps in their classrooms. They also
felt they lacked the educational courses and experience needed to better serve their classrooms’
diverse cultures. Many participants wished they had received training on cultural awareness at
the higher education level of their certification. They recognized their personal experience only
exposed them to cultures they identified with or during their childhood upbringing.
Teachers shared in the enthusiasm for learning about their students’ beliefs and in their
position to instill qualities of cultural awareness to build a better student through whole-child
development. It is what they did with the information gained from getting to know students’
cultures and how they made continuous efforts to recognize each student and provide positive
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learning environments that promoted differences in learning about morals and values. When
educators provide students with in-depth conversations about varying points of view on life
issues and family traditions, cultural awareness allows students to remain open-minded while
taking part in controversial classroom debates (Haymes-Mendez & Engelsmeier, 2020).
Components of Cultural Awareness Must be Intentionally Prepared and Associated with
School and Community Involvement
Participants spoke of the untapped opportunities of the schools surrounding the
community and the families of the students they served. Classroom teachers acknowledged the
need to learn more about their students’ cultures and backgrounds and looked to communicate
these needs to families. They discussed ways in which they could intentionally create
assignments that provided the missing content they required to reach out to families and make
connections between students’ cultures within their classroom. Teachers also recognized ways
they could gain assistance from the parents of varying cultures represented in their student
population. Participants felt celebrations, PTA sponsorship, and classroom involvement were
ways they could enlist the help of teaching cultural awareness to their students and themselves.
Recent consideration of cultural understanding of world affairs, where cultures, religions, and
diversity have become a topic of public discussion for both positive and negative motives of
media, politics, education, and society (Hwang, 2019). In line with Kelly-Ware’s (2020)
findings, community members were mentioned as resources to accommodate and service family
functions that supported cultural awareness at the school level. Although children and students
have innocence in accepting diversity and a difference of views, as they mature, they inherit the
opinions of influential adults and society. These community figures were relevant to hosting
events and celebrations with individual classrooms and across grade levels to support cultural
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learning. Understanding cultures is a fundamental aspect of improving educational curriculums
(Ma, 2020). Religions, cultures, and ethnicities are at the forefront of academic curriculum
change and are spotlighted in many terrorist and hate crimes worldwide (Jackson, 2018). By
supporting components of cultural awareness, teachers, families, and communities can work
together to assist all aspects of a child’s development. (Jackson, 2016).
Participants recognized the differences and the importance of education across cultures,
identifying the impact on student accountability. Teachers discussed parent communication as a
common variant of cultural awareness, stating some cultures were more direct than others in
their verbal communication skills. Teachers could understand students in a culturally correct
manner and tone by understanding at-home family cultures as cultural diversity is experienced
and represented in every country, as there is no culturally homogenous global region (Valdez,
2020). Teachers felt the need to recognize cultures as varied in the importance of education and
needed to respond with more help at school and less homework being sent home. In contrast,
other cultures expected a more rigorous dedication to study and application at home and school.
Teachers and administration felt a general lacking and understanding of cultures represented in
their classroom. They agreed on the importance of learning more about these cultures to close the
gap in academic achievement and support the development of both social and emotional of the
whole child. In light of many conflicts between varying nations and their religious affiliation,
education reform that places a cultural awareness curriculum into every child's education is
needed transformation (Jackson, 2018; Ma, 2020). Students and teachers need to learn about
others to respect and grow their understanding of their world (Jackson, 2018).
Cultural Awareness is a Whole-Child Character Educational Practice
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All participants identified the strong connections between cultural awareness and wholechild education, whether referring to cultural awareness in a kindergarten classroom or diversity
discussions at the fifth-grade level. Support staff and administration also made convincing
remarks about witnessing the link between learning about a child’s identity and which cultural
group they identified with. Education must become less focused on teaching based on assessment
and scores and more about enabling students to develop into productive members of society
(Christopher et al., 2014). Culturally, some students lack certain morals and values due to how
they are raised, and teachers must consider this when teaching and learning about the whole
child. A cultural awareness curriculum supports students’ success in forming morals and values
associated with their social and emotional health (Lu & Wan, 2018). Cultural identification can
bring students closer to their families at home; however, what draws them closer could distance
them from their classmates, as aspects of character education are not taught throughout
elementary education. Rachmatullah et al. (2019) confirmed the role cultural awareness can play
in positive whole-child development but omits the consideration of how, why, and when to add
culture to the elementary education curriculum.
As society changes, classrooms are at the forefront of these varying cultural
representations. With diversity at the forefront of public education, it becomes essential that
education prepares students to adapt and succeed in an evolving society (Biesta & Hannam,
2020). Teachers are aware of the need to tap into this area of educating the whole child but
recognize difficulties in developing many cultures and the limitations in their learning and
teaching their students. Deery (2019) suggested that a growing consensus in education
acknowledges that exposure to cultures is essential to a fully developed elementary education
curriculum.
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Fostering Cultural Awareness Must be an Intentional Process
Participants acknowledged the difficulties they experienced in teaching and learning
varying nationalities on a changing basis with each school year. Teachers at all levels of
education struggle to discuss controversial issues presented by diversity because they are
difficult to teach (Elkader, 2015). They discussed concerns about their ability to seek proper
training and curriculum support in their ever-evolving classrooms. In years past the school, the
site has had more than 70 identified nationalities from around the world. Teachers’ abilities to
adjust lessons and adapt content to cultural identification were evident in many responses. In the
absence of teacher professional development, education falls short of the ability to effectively
implement a cultural awareness curriculum that meets the needs of their evolving classroom
population (Shepherd, 2019).
The lack of school-wide and district training was evident in the frustration of teacher
responses in both classroom and non-classroom positions. Barrett et al. (2012) acknowledged the
gap found in the current educational system that lacks teacher preparation in the controversial
subject of cultural awareness. Participants in this study explained their views on present cultural
awareness in education. They acknowledged education needed to catch up with the times, so the
makeup of education reflected the changes in society. All participants spoke of the immediate
relevance of educating themselves to educate their students better to provide relevant and
practical learning experiences to various cultures and religions in a respectful manner. Teachers
felt education lacked the fundamental training needed to reflect the change in cultural identity
within society. Biesta and Hannam (2020) supported teachers’ perceptions by stating that the
study of cultures and diversity within public education has been reduced to a scan of traditions in
an objective sense. Teachers described their concerns as their lack of knowledge and
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understanding of the cultures they teach and how that reflects many fundamental lessons that
support state standards. Participants discussed a slight improvement in recent training and
professional development as they pertained to the areas of cultures and religions. Although they
admit the positives these changes hold for education, they share concerns about how much
education needs to make up to support social changes. Participants argue the importance of
cultural representation when creating and selecting cultural content for education. They
discussed professional development and the need for a diverse group of educators to weigh in on
curriculum planning and educational resources. A few participants felt education was beginning
to respond to the needs and changes of cultures within a society, even if it was a slow start. Other
participants felt education was not moving fast enough to support all learners through cultural
awareness and diverse classrooms.
Implications for Policy or Practice
This study produced theoretical, empirical, and practical findings for higher education,
public schools, school districts, teachers, parents, and policymakers. This study and its
participants clarified the immediate need for cultural awareness at the elementary level. Crucial
elements of this study provided evidence of the impact of teachers’ personal experiences
attributed to the overall teaching of cultural awareness, parent and community involvement
needed to support teachers and their desire to teach diversity, the direct connection between
cultures and whole-child development, and the insufficient training, course work and
professional development required for successful implementation. Cultural awareness skills
include understanding communities’ diverse perspectives to receiving an education about the
beliefs of cultural traditions (Burritt, 2020). This section focuses on implications for policy and
impact on practice, guided by data collected and analyzed in this study.
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Implications for Policy
Based on the findings of this study, there are numerous noteworthy implications for
policy. Educational policy is significant because it plays a vital role in the structure and practices
of educational reform, school district curriculum, community involvement, administrators,
educators, students, and parents. Based on the results of this study, the implications for public
education and teacher certificate educational program policies are notable.
Implications for Public Education
This study’s impact on public education includes creating and implementing a cultural
awareness curriculum. Properly supporting a curriculum, the educational policy must reflect the
diversity of society in the selection of policymakers and in the development of universal
standards that reflect cultural content (Orchard, 2015). Public education claims to foster
relationships and show mutual respect to all students, teachers, and staff. Yet, the content
surrounding cultures, diversity, and religions has been placed on a shelf behind test scores and
academics (Haynes-Menndez & Engelsmeier, 2020). All participants acknowledged the vital role
cultural awareness played in the ability to educate the whole child, yet unanimously agreed that
they have never been exposed to any cultural awareness curriculums in any state in which they
taught. Establishing standards and approaching the topic of cultural awareness should be public
education’s beginning steps to implementing a highly developed curriculum in diversity. A
cultural awareness curriculum should be viewed by education as a crucial component of
developing students for the society in which they live (Heilbronn, 2017). Similar curriculum
development methods can be applied to identifying standards, support text, and performance
tasks to initiate cultural awareness at the elementary level. Public education has been defined as a
physical location of municipal education and the quality of social and emotional developmental
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growth as experienced by the student (Biesta & Hannman, 2020). This study proved the
significance of cultural awareness in educating students about their social and emotional needs
and that of others.
Implications for Teacher Certificate Programs & Higher Education
All 18 participants spoke of the lack of college training and course work they received in
cultural awareness during their certificate undergraduate degree programs. Furthermore, 16 out
of 18 participants held higher education degrees, including Masters, Ed.S, and Ph.D., and still
identified the lack or complete absence of any course work in higher education that pertained to
teaching a diverse society or areas of cultural awareness. It was proved in the feedback received
from this study’s participants that higher education and certificate degrees related to education
must include coursework that pertains to learning and teaching on the topics of cultures and
diversity. Suppose teachers are trained to develop all needs of students, including classroom
management and social and emotional needs. In that case, cultural awareness content must be
added to the completion of teacher certification programs. By becoming culturally proficient,
teachers can form and teach structural relationships between human rights, student experiences,
and core academic subjects (Barrett et al., 2012).
Implications for Practice
The participants in this study were considered experts in elementary education with an
average of nineteen years of experience. Their perceptions resulted in an intense data collection
and analysis that provided detailed findings to impact practice. These practical implications were
identified for teachers, students, families, and the community.
Implications for Teachers. The teaching profession holds a vital role in implementing a
cultural awareness curriculum. The teacher enables the student to gain the knowledge
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conveniently on one side, while the teacher succeeds in acquiring their objective on the opposing
side (Kenklies, 2012). Teachers’ backgrounds, perceptions, education, and travel all lead to their
ability to provide a non-biased introduction to cultural awareness for their students. As society
continues to develop into a growing population of diverse cultures, religions, and traditions,
teacher education, training, and professional development must reflect societal changes (Falkner
& Payne, 2021). Teachers are the essential piece in educating students to live, work and perform
with all members of the public (Barrett et al., 2012). The education and professional
development they receive must continually grow to support their needs and fill the voids of their
personal and educational backgrounds in cultural awareness.
Implications for Students. Students will benefit from inclusive practices of a cultural
awareness curriculum beginning at the elementary level. As Herbert stated, students learn
through the application process of cultural awareness to relate their individuality to citizenship
and society (Bellucci, 2015). Even in schools and communities with a predominant culture,
students need to understand and value the world’s differences around them and the relationships
they will build throughout life (Alexander & Weekes-Bernard, 2017). Students exposed to
varying cultures and learn to celebrate differences develop whole-child and character traits that
equip them to live in complex, modern societies (Elkader, 2015). A cultural awareness
curriculum must become a vital piece of the elementary curriculum to support our student’s
social and emotional needs. Education must reflect a flexible curriculum that grows out of the
needs of the students, be dynamic, and represent a result of students’ experiences (Ivie, 2007).
Implications for Families & Community. The families and communities of surrounding
public schools are an untapped resource for implementing cultural awareness at the elementary
level. Diversity exists in many forms of all communities and within students’ family life.
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Education must expose these resources to lighten their load in meeting educational standards and
representing and respecting the cultures of their schools. Family life can easily teach diversity by
holding school events and hosting multicultural nights, classroom book readings, and special
events for students and their families to share out with classrooms and grade levels. By
supporting the everyday practices of the classroom teacher, families hold a unique ability to
build relationships among parents, teachers, and students that surpass the limitations of the
traditional academic curriculum. Community figures and organizations also provide a vital role
in financially supporting school-wide events and sharing educational content based on a cultural
awareness curriculum. These organizations are considered a missing piece to linking education
and community events through creating and running festivals, fundraisers, and hosting
educational meetings on cultural awareness and diversity. They serve as an intertwining support
system linking cultures to academic curriculum and goals (Elkader, 2015).
Theoretical and Empirical Implications
This study was guided by observed phenomena that connected character development to
cultural awareness, developing the whole child, teacher training and preparation, and supporting
a pluralistic, culturally proficient society. Each of these presences was described by participants
and worked together to create a deep understanding and application of cultural awareness
beginning at the elementary level. The findings of this study confirm Herbart’s theory of
pedagogical tact when preparing, associating, and applying cultural awareness content to current
curriculum standards. In addition to Herbart’s ideas of education, John Dewey’s pragmatic views
were also assimilated into the findings of this study by supporting the importance and need for
social and educational environments that expose positive differences and teach students the
worth of varying societies (Hwang, 2019).
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In this study, participants’ responses verified many faucets of Herbart’s pedagogical tact
and emphasized students’ exposure to diversity to promote moral education and provide positive
interaction between classmates. In the preparation stage of Herbart’s theory, teachers support
self-confidence in planning helpful content related to the students’ backgrounds and beliefs
(Bellucci, 2015). This study provided a range of teachers’ personal experiences related to their
willingness to plan and foster cultural awareness for their students. Participants discussed the
significance of getting to know their students and maintaining an open mind to plan valuable
lessons that evoked curiosity for new learning on diversity. In the association stage, Herbart
suggests the impact of education by using understood knowledge through unfamiliar situations
(Ivie, 2007). This theory stage was validated by participants’ desire to gain new content on
student cultures, religions, traditions, and beliefs and use prior knowledge to teach connections
between a child’s life and society’s makeup (Kenklies, 2012). Teachers provided examples of
student-led activities that allowed pairing and sharing, student presentations of unique content,
student-led cultural discussions featuring the student as the expert, and hand-selected material to
share with their students based on the cultural makeup and diversity represented in them their
classroom. In direct connection with the preparation stage, Herbart recognized the importance of
associating teaching strategies and techniques while remaining mindful of the students prior
learning, interest, capacities, backgrounds, and abilities (Bellucci, 2015; Jahoda, 2006). Finally,
applying the stage of Herbart’s pedagogical tact stresses the importance of introducing new
learning principles to strengthen students’ understanding and establish new content and
knowledge for students (Bellucci, 2015). Participants explained their yearning to corroborate
moral and cultural development within current academic standards to provide multiple
opportunities to apply social and emotional growth in cultural awareness. Herbart was insistent
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on education’s opportunity to use educational content to teach students to understanding societal
differences and diversity. From the data collected, teachers had used this theory of application in
the development and execution of cultural content in existing content areas to support the
cultural awareness of the students they taught.
Based on my findings, the empirical knowledge gained from this study emphasizes the
importance of cultural awareness and the teaching of diversity at the elementary level. Supported
by theorists John Dewey and Stewart Hall, education must reflect an intentional, deliberate,
systematic, and sustained effort to acquire and respect varying attitudes, values, and attributes of
educating students through emphasizing morals and character education (Lazerson,1990; Virdee,
2015). This study also provided evidence of the significant factors of cultural awareness and its
relationship and connection to educating the whole child. Piaget’s Stages of Development,
directly support whole child education through cognitive learning as early as the pre-school age
(Carey et al., 2015; Lourenço, 2016). His stages of development progress the social and
emotional growth of elementary age students by promoting cultural awareness and knowledge by
use of the preoperational stage and concrete operational stage of cognitive learning (Carpendale,
2000). According to Piaget, children ages 2 through 11 begin to understand ideas from the past
and future, become more aware of external feelings different from their own, begin to
comprehend varying thoughts and beliefs, and can use logic to view the world around them
(Marwaha et al., 2017). Students’ social and emotional attitudes and dispositions to cultural
awareness are developed and shaped through positive and negative interactions with teachers and
peers throughout their education (Davies, 2014; Moyaert, 2018). This study provided the
importance of creating positive experiences through teachers’ use of voice and choice in
selecting appropriate culturally aware content implemented in various subjects of the elementary
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education curriculum. Lu and Wan (2018), acknowledged the difficulty teachers and students
experience in expressing their beliefs, feelings, and emotions with the absence of everyday
cultural awareness language. In addition, a lack of general training and education relevant to a
teacher’s ability to educate students in a knowledgeable and unbiased demeanor was evident in
this study’s findings. Race (2017) supported education’s need to prepare teachers through higher
education coursework to teach discussions of complex topics while maintaining respect and
consideration of the social and cultural make-up of classrooms.
Education programs must also include content for teachers to reach cultural proficiency
in certification programs to ensure teachers the ability to understand and communicate the
differences between students and their cultures (Anttila & Martin, 2020; Brown, 2004). My
findings provided evidence of a strong need to present education to teachers at the elementary
level on cultural diversity to meet the needs of their students. Banks (2004), believed cultural
awareness education should afford students and teacher with an understanding of societal issues
viewed from varying perspectives.
Judging by the value of cultural awareness, teachers agreed they lacked the content
needed each academic school year to build relationships between themselves, their students, and
the families they serve. In direct connection with this study’s findings, major theorist Cremin
stated the validity of new knowledge gained as teachers educated students based on their
involvement and exposure to their families, communities, churches, libraries, youth groups, and
community fairs (Virdee, 2015). Students need to develop the social and emotional proficiencies
of cultural awareness to understand better who they are and how to appropriately communicate
that to others. Cotman et al. (2020) explained the significance of teaching cultural awareness to
provide students with development of morals and values that can support their social and

161
emotional growth and expand character education. Students also require cognitive abilities to
celebrate differences and build character needed to grasp society’s diversity fully. Exposure to
cultural groups through elementary education allows students the stage to share their beliefs,
values, and traditions, providing them a sense of self-worth and identity (Lu & Wan, 2018).
Based on my findings, participants felt it appropriate to begin the process of creating and
implementing a cultural awareness curriculum as early as the elementary level. Previous research
displayed a recognition of a growing diverse population in the U.S. (Elkader, 2015). However, it
was limited to how education should carry out the need for cultural awareness implementation
across public education beginning with national and state standards. The study of CA assists
students in appreciating multiple perspectives and sustaining the social skills of cultural and
diversity tolerance (Burritt, 2020). Although these skills are recognized by community leaders,
educational stake holders, parents, educators, and students, they have been challenging to address
through national standards and nearly impossible to measure through national and state
assessments (Wexler, 1997).
Limitations and Delimitations
One limitation to this study is the region of the U.S. in which the study was conducted,
the Bible Belt. This limitation resulted in more than half of the participants identifying as
Christian followers. Even when including limited variations in teacher race, age, and gender,
most participants spoke through the lens of a Christian worldview. Another limitation is the
gender makeup of the site, with more than 95% of female teachers and support staff employed
and participating in the study.
A delimitation of the study included the site’s location in a highly sought-after area for
industrial development. This meant the site’s student population was skewed from neighboring
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schools due to foreigners relocating for their employment within the site’s specific zoning areas.
This resulted in the representation of 24 nationalities among students with higher amounts in
previous years.
Lastly, this case study at its current site provided rich and thorough details of how
cultural awareness was purposely integrated and why teachers and staff members felt it was a
significant factor in educating the whole child. However, no teacher-specific training, education,
or experience with a cultural awareness curriculum at the elementary level. Furthermore, current
state-approved standards do not exist in the state curriculum on the content of cultural awareness
or teaching diversity. This delimitation directly links to the need for additional research in
cultural awareness curriculum for teacher implementation and whole child development.
Recommendations for Future Research
This study focused on teacher perceptions of a cultural awareness curriculum at the
elementary level. Future research is recommended to consider the study findings, limitations, and
delimitations placed on the study. Future research and literature regarding a cultural awareness
curriculum are limited and sparse at the elementary level of education. There are several
recommendations for future research based on this study's data, analysis, and findings. The first
recommendation is to continue conducting qualitative studies that focus on teacher perceptions
and policy mandates on cultural awareness and diversity in public education to identify best
practices for curriculum implementation. A grounded theory study is recommended for future
research to generate a model for a cultural awareness curriculum.
The second recommendation is to identify appropriate and supportive educational courses
and professional development for fostering cultural awareness in teacher education. Teachers
must first receive training and related coursework on diverse worldviews, religions, cultures,
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traditions, and values (Shepherd, 2019). This also stems from a need to consider teachers’
personal experiences and how they might affect their ability to empathize with and understand
students and families of varying cultures and backgrounds. Attention should be given to what
content should be provided to assist teachers in communicating between their students and
families in their classrooms. Content should also be considered based on the diverse make-up of
society and populations in neighboring cities and communities of schools.
A third recommendation is to expand the study to different regions of the U.S. and at
multiple sites, both inner-city and rural. This would provide variable data based on a diverse
population of both students and staff at site locations. It would also provide additional data to
reference the impact of delimitations such as gender and worldviews. A collective case study
would be applicable and may lead to a more profound identification of essential elements of
cultural awareness.
Conclusion
This qualitative instrumental case study provided a voice to teachers’ perceptions of a
cultural awareness curriculum in elementary education. This study aimed to understand the
perceptions of elementary teachers and support staff on the effectiveness of cultural awareness in
their current classrooms and teaching. This was achieved by interviewing participants in personal
experience, curriculum development, fostering interest, whole-child implications, and
professional and educational training in cultural awareness and diversity. This study revealed
some of the personal beliefs and practices of elementary teachers who strive to foster cultural
awareness, whole-child development, and facilitation of collaborative classroom environments.
Cultural awareness is a highly debated topic in education and continues to grow recognition in
many schools across the U.S. As the U.S. population continues to expand with diverse cultures,

164
religions, and ethnicities, students must learn to adapt and utilize these differences to apprehend
the society in the way they live (Cotman et al., 2020; Heilbronn, 2017). Experiences shared by
the teachers and support staff of this study and literature and research surrounding the topic of
cultural awareness and diversity indicate the importance and significance the study’s case plays
in the education of the whole child (Janak, 2017). In addition to serving the child in social and
emotional development, cultural awareness proved a vital piece of community connections to
schools and a fundamental piece of education currently missing.
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Permission Request Letter
Permission Request
November 23, 2021
KM
Principal
Dear Mrs. M,
As a graduate student in the education department at Liberty University, I am conducting
research as part of the requirements of a dissertation for a PhD. in curriculum and instruction.
The title of my research project is A Case Study of Cultural Awareness Integration throughout
the Elementary Education Curriculum and the purpose of my research is to understand the
critical aspects of cultural awareness education at the elementary level.
I am writing to request your permission to conduct my research at Elementary by contacting
members of your staff to invite them to participate in my research study and access and utilize
school data, records and curriculum. Participants will be asked to contact me to schedule an
individual interview and data will be used to assess the current themes of a cultural awareness
curriculum. Participants will be presented with informed consent information prior to
participating. Taking part in this study is entirely voluntary, and participants are welcome to
discontinue participation at any time.
Thank you for considering my request. If you choose to grant permission please provide a signed
statement on official letterhead indicating your approval or respond by email. A permission letter
document is attached for your convenience.
Sincerely,

Kristina Laird-Arnold
Art Teacher
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Title of the Project: A case -study of cultural awareness integration throughout the elementary
education curriculum
is in support of Ms. Arnold's dissertation topic, and related activities
with our teachers at —Elementary. We understand the requirements for participation, including
teacher time. We also understand that teachers will be given the opportunity to participate in
interviews .and some teachers will participate in follow-up focus groups.
Participation on the teachers' part is voluntary and all data collections activities will be
concluded by 05/31/2022. No student data will be collected. Any data obtained during the scope
and duration of the research/study may only be reported as. anonymous and within, respect
an4@ontext to the research/study
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Participant Recruitment Letter
January 28, 2022
Dear Educator:
As a graduate student in the School of Education at Liberty University, I am conducting research
as part of the requirements for a Ph.D. in Curriculum and Instruction. The purpose of my
research is to better understand elements and implementation of cultural awareness at the
elementary level, and I am writing to invite eligible participants to join my study.
Participants must be 18 years old or older with a minimum of 5 years teaching experience.
Participants, if willing, will be asked to engage in a formal interview process including audio
recording. Once the interview recording is transcribed, participants will be asked to review the
transcript to confirm its accuracy. The interview consists of 25 questions based on cultural
awareness knowledge and personal cultural experience within education. It should take
approximately 45 minutes to complete the procedures listed. Upon review of participant
interviews, focus groups will be formed, and you may be asked to participate in an additional 45minute group interview occurring approximately three weeks from your initial individual
interview. Focus group interviews will also be audio and video recorded, and participants will
have the opportunity to review their group’s transcript. Each focus group should last
approximately 45 minutes. Names and other identifying information will be requested as part of
this study, but the information will remain confidential.
In order to participate, please contact me at (302) 450-2348 or knicolelaird@yahoo.com for more
information and to schedule an interview.
A consent document is attached. The consent document contains additional information about
my research. Please sign the consent document and return it to me at the time of the interview.
Participants will be entered in a raffle to receive a $20 Target gift card (4 chances).
Sincerely,

Kristina Laird-Arnold
Art Teacher
(302)450-2348
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APPENDIX F
Bracketed Experience of Researcher
I have worked as an elementary art teacher for the past 13 years and have served in two
tremendously different populations of public schools. It has been my teaching experience and
subject area of art education that has led towards the topic and assertion of cultural awareness at
the elementary level. During my first teaching placement I worked for a small title one school in
Delaware for my first two and half years of teaching. It was there that I first witnessed a
disconnect between my background and that of the students I taught. This school was an innercity school with low socioeconomic status, 98% of students received free or reduced lunch, and
most students were being raised in an environment I knew nothing about. Since living and
working in the south at my current teaching placement, I have realized my life and my students’
lives are culturally different. Although many students identify as Christian, our school serves a
diverse population of more than 24 identified nationalities. To reach, understand and represent
these cultures, I have purposely developed and modified the art curriculum to reflect the diverse
population I teach. By teaching lessons around our students’ nationalities, such as Day of the
Dead, Chinese New Year, Ramada, Christmas, and many more, I have seen interest and
understanding develop in students’ attitudes towards others in their classroom. This ability to
mold my current art curriculum triggered my interest in introducing cultural awareness at the
elementary level and developing a study that would provide further insight into teachers’
opinions on how to integrate such a sensitive topic.

